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ABSTRACT
Zuberbueler, Sister Mary Anne, O.P. Ed.D. The University of Memphis.
December, 2013. Religious values and reading attitudes of intermediate grade Catholic
school students. Major Professor: Duane M. Giannangelo, Ph.D.
This study investigated the relationship between religious values and attitudes toward
reading religious content among intermediate grade students in Catholic schools.
Students‟ attitudes toward academic and recreational reading were also considered. Four
hundred thirty-six fourth, fifth, and sixth grade students from Catholic schools responded
to a 26-item questionnaire regarding their attitudes toward recreational, academic, and
religious content reading as well as their level of agreement with seven statements of
religious values. Multiple regression analyses revealed a statistically significant
relationship between students‟ religious values and their attitudes toward reading
religious content. In addition, a statistically significant relationship was found for
religious values and attitudes toward academic reading. No relationship was found
between religious values and attitudes toward recreational reading; however attitude
toward reading religious content was the greatest predictor of attitude toward recreational
reading. Understanding the relationships between what students value and their attitude
toward reading may provide teachers with insights into enhancing their students‟ attitudes
toward reading. For Catholic school teachers, recognizing the relationship between
students‟ religious values and their attitudes toward reading religious content is a critical
factor in effecting the mission of the Catholic school to integrate faith, life, and culture in
the lives of the students.
Keywords: religious values, reading attitudes, religious content, Catholic education,
Catholic students, Catholic schools
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Reading Attitudes and Religious Values of
Intermediate Grade Catholic School Students
CHAPTER 1
Introduction
The little girl found the small advertisement curious. She wanted to know more.
In fact, it seemed she simply must know more. Her inquiry, “Mom, will you buy this book
for me?” was met with reluctance. The book was of a religious nature, a memoir,
translated from a foreign language, and written several decades earlier, filled with
archaic words and unintelligible phrases. The insightful mother considered it too
difficult for a child of 10. After continued pleading and assurance that she would,
indeed, understand the book and simply must have it, the little girl left the magazine and
advertisement aside, accepting defeat. Perhaps her mother was right; perhaps when she
was a little older, she could have the book. Then, one afternoon, a great surprise: there,
on the kitchen table, was the book!
Why did the little girl desire so ardently to read the book? Why did the mother
acquiesce? Was the content too difficult? Did the book sit on a shelf? Was the wish to
read it the passing fancy of a 10-year-old girl? Might this book have been readily
supplanted by another, more accessible and lighter in tone?
This opening vignette and accompanying questions provide a springboard for the
related questions of this study which examine reading attitudes of Catholic school
elementary students with a specific concentration on these students‟ attitudes toward
reading in relation to their religious values.
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Converging in this study are topics that at first glance may seem unrelated, but
upon further reflection not only come together, but have significant implications for
Catholic schools and their mission. Reading practices among children and adults have
long been the subject of many and varied studies. Religious values held by individuals
also pique the interest of researchers in some fields. Whether individuals desire to read,
particularly to read religious content, and how their reading relates to their religious
values is the matter considered here.
Philosophy of Catholic Education
To frame the context of this study, an analysis of the philosophy of Catholic
education is indispensable. Based on a Christian understanding of the human person,
Catholic philosophy of education has several fundamental premises. These foundational
principles are described briefly.
Created in the image of God, the human person possesses both body and soul. He
understands himself in relation to God and recognizes his eternal destiny in this
relationship with God. The Catechism of the Catholic Church succinctly summarizes this
reality: “By sending his only Son and the Spirit of Love in the fullness of time, God has
revealed his innermost secret: God himself is an eternal exchange of love, Father, Son
and Holy Spirit, and he has destined us to share in that exchange” (Catholic Church,
2000, §221). The human person, by his very nature, desires God. The human person
desires to know God and to enjoy eternal life with Him. Man is made for relationship,
specifically relationship with God (Catholic Church, 2000, §27).
Because the human person is made in God‟s image, the faculties of the soul are
the intellect and the will. The intellect, by its very nature, is fulfilled by truth itself and
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the will, by its very nature, desires and is fulfilled by the true good. Knowing the truth
and loving the good is what it means to be man and it is this for which man is made. The
intellect works to obtain knowledge, seeking to know the truth which is objective and can
be known. In searching for and finding truth, the person experiences both beauty and joy
because his will has attained the true good. When the intellect knows the ultimate truth
and when the will is united to the ultimate good, this is Beatitude or happiness, because
that is God. The human person longs for Beatitude found through union with God; this is
the fulfillment of his nature (Pinkaers, 1995).
It is this understanding of the human person as a human being capable of seeking
and attaining the true good and this awareness of the purpose of human life to attain
union with God that constitutes the basis of Catholic educational philosophy (Miller,
2006). When this fundamental understanding is flawed or absent, the end of education
becomes difficult or impossible to attain. Esolen (2012) observed: “We do not know
what or how to teach children, because we do not know what a child is, and we do not
know what a child is, because we do not know what man is—and Him from whom and
for whom man is” (p. 4). Thus, a firm grounding in an understanding of the human
person founded on a Christian anthropology is paramount for Catholic educators and their
students (Caldecott, 2012; Miller, 2006).
Mission of the Catholic School
Encompassing both the vertical and horizontal dimensions, that is teaching
students to let the transcendent, supernatural life of faith inform their attitudes and
decisions regarding the here and now, the Catholic school embarks upon a formidable
mission (Congregation for Catholic Education, 1977, 1988, 2007). Nevertheless, this
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mission is embraced in the person of Christ. It is the reality of God becoming man that
gives hope to the realization of the mission of the Catholic school. Caldecott (2012)
reflected, “The news of the Incarnation is not some piece of information that, once
communicated, can be filed away, and which changes nothing. If true, it changes
everything. It reveals the meaning and purpose of life, and this releases the floodgates of
human creativity” (p. 14). Catholic schools embark on the enterprise of education, not
only in the realm of religious education, but in every aspect of teaching and learning,
indeed, in every part of living, emboldened by this transformative truth (Miller, 2006).
Catholic schools are an extension of the mission and part of the larger community
that is the Catholic Church (Miller, 2006). Educational pursuits and faith formation are
not separated at the Catholic school (Schuttloffel, 1998). Developing intellectual and
moral virtues is the duty of all in the school so that students may understand they are
called to serve others here and now, while preparing for the life to come (Miller, 2006).
Within the school community and from their teachers, students are introduced to values
that engender certain attitudes. This is expressed clearly in Lay Catholics in Schools:
Witnesses to Faith (1982):
Critical transmission also involves the presentation of a set of values and countervalues. These must be judged within the context of an appropriate concept of life
and of the human person. The Catholic teacher, therefore, cannot be content
simply to present Christian values as a set of abstract objectives to be admired,
even if this be done positively and with imagination; they must be presented as
values which generate human attitudes, and these attitudes must be encouraged in
the students. Examples of such attitudes would be these: a freedom which
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includes respect for others; conscientious responsibility; a sincere and constant
search for truth; a calm and peaceful critical spirit; a spirit of solidarity with and
service toward all other persons; a sensitivity for justice; a special awareness of
being called to be positive agents of change in a society that is undergoing
continuous transformation. (§30)
It is the privilege and the responsibility of the Catholic school and of teachers who are
Catholic to demonstrate for their students the tremendous synthesis of faith, culture, and
life that exists in spite of the contradictions to this reality that students encounter each
day in many aspects of modern culture (Congregation for Catholic Education, 1977;
1988; 2007).
In March 2012, the Center for Catholic School Effectiveness, School of
Education, Loyola University Chicago, in partnership with the Roche Center for Catholic
Education, School of Education, Boston College, released the National Standards and
Benchmarks for Effective Catholic Elementary and Secondary Schools (NSBECS) (Ozar
& Weitzel-O'Neil, 2012). Its publication marked the end of a two year process wherein
eight members of a designated task force articulated Defining Characteristics, Standards,
and Benchmarks determined to be essential to effective Catholic schools.
It should be noted that the development of the NSBECS stems from a rich
heritage of official documents issued from the Vatican through the Congregation for
Catholic Education (CCE) as well as documents developed by the United States
Conference of Catholic Bishops (USCCB). With this document, the members of the task
force, in collaboration with diocesan and school leaders, members of Catholic institutions
of higher education, and professional organizations, sought “to provide a national
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articulation of defining characteristics and performance benchmarks that will enable all
sponsors of Catholic elementary and secondary schools to assess, strengthen, and sustain
their operations” (Ozar & Weitzel-O'Neil, 2012, Introduction).
The NSBECS is structured around 9 defining characteristics of Catholic schools,
13 standards and 70 benchmarks. The standards are divided into four categories: Mission
and Catholic Identity, Governance and Leadership, Academic Excellence, and
Operational Vitality (Ozar & Weitzel-O'Neil, 2012). Specific and applicable standards
and benchmarks from NSBECS will be highlighted throughout this study, but it is
important to recognize the overall approach to rigor, accountability, and integration of
faith, life and culture Catholic schools adopt in designing and implementing educational
experiences for students in their schools as manifested in each of the documents outlined
above.
Religious Content
Many different types of texts might be considered spiritual or religious because of
their capacity to communicate religious values. Books such as C.S. Lewis‟ Narnia series
and J.R.R. Tolkien‟s Fellowship of the Ring immediately come to mind. However, for
the purposes of this study, religious content is defined as texts regarding topics of a
specifically sacred nature, such as The Holy Bible, books about religious people, places,
or events, and books used to study religious topics.
Choosing to read texts of a religious nature does not seem to be a prevalent
practice among the general population of young people (Eccleshare, 2003; Francis, 2000;
Francis & Kay, 1994). In a study of 13-15 year olds in England, Francis (2000) surmised
that the Bible was not promoted as reading material for young people and Pike (2004)
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called for the reading of both classic and Biblical texts among children in an atmosphere
that seemed to be reluctant to promote such practices. Baring (2008) noted that college
students considered Scripture reading more of a spiritual experience rather than an
academic endeavor while, in contrast, Gongola (2008) indicated that for Orthodox Jews
“the Torah (Hebrew Bible) is the central document that is studied and learned” (p. 40).
Attitudes toward reading religious content may be developed through typical
approaches to reading in general. In his book Reading Scripture as the Word of God,
George Martin (1975) dedicated an entire chapter to reading, specifically covering these
topics: making time for reading, attitudes towards reading, and approaches to particular
kinds of reading. He pointed out that God speaks through the words of Scripture.
Therefore, to hear the words of God, one must read the words of Scripture. For these
words to take effect, they must be read often and consistently. As with all reading,
varying texts and different genres require specific approaches. For example, one does not
read the Letters of Saint Paul in the same way one reads poetic sections of the Bible, such
as the Song of Songs. He acknowledges that there are many approaches, but engaging
both the mind and the heart or, as they were called earlier in this introduction, the
intellect and the will, is what makes reading Scripture fulfilling and beneficial (Martin,
1975).
Learning Theories and Reading Processes
In addition to the philosophy and mission of Catholic education and religious
values, research regarding learning, reading theories, and attitudes toward reading
provide insights for this study. Understanding how learning occurs and recognizing what
elements bring significant contributions to teaching and learning is ever changing and
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developing (Schunk, 2008). In educational research and theory development, there are
evident cycles of thought. When studying learning theories and educational practice, the
components of affect, behavior, and cognition are acknowledged, but each of these is
granted varying degrees of attention from theorists and researchers at different periods
over the course of time (Schunk, 2008).
Literacy scholars have researched reading processes over the last several decades,
resulting in numerous theories of reading along with models representing these theories.
Some theories focus on the cognitive domain, addressing such topics as language
acquisition, construction of meaning, and instructional strategies to enhance reading
overall (Byrnes, 2000; Halliday, 2004). Other theorists are concerned with the affective
domain, searching for explanations for readers‟ attitudes and motivation along with the
impact of sociocultural values and beliefs (Mikulecky, 1994; Ruddell & Unrau, 2004a).
With ongoing research and practice, these models of reading have been expanded to yield
a vast array of insights into reading, providing teachers with guiding principles and
practical strategies for engaging learners in the reading process (Ruddell & Unrau,
2004b). Yet literacy studies of the affective domain are fewer than studies of the
cognitive domain.
Over a period of about 30 years and including at least three iterations, Grover C.
Mathewson (2004) developed a model of attitude influence on reading that sketches areas
of impact and influence on choosing to read and continuing to read. As will be seen,
among other elements, Mathewson identified values as directly influencing attitudes
toward reading (McKenna, 1994). Mathewson (2004) calls for more research in the
affective domain, particularly research regarding attitude influence on reading.
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Joy of Reading
In the midst of learning theories and reading processes, there emerges a common
reality. Teachers want students to know how to read, to understand what they read, and
to enjoy reading. They want them to value reading for its own sake. Keene and
Zimmermann (2007) explained it this way:
We all want children to read and read well. Too frequently, however, something
critically important is lost somewhere along the line: the joy of reading. What we
fear—and what the research indicates—is that we are producing “school readers”:
students who seldom crack a book once they‟ve left the classroom. (p. 30)
A review of literature substantiates this claim, creating questions as to the cause of this
school readers phenomenon or, of even greater concern, a no readers culture and seeking
ways for these trends to be reversed (Castle, 1994; Pressley, 2006; Sainsbury & Clarkson,
2008).
Some literature hints at ways to address this phenomenon. To develop a “truly
literate citizenry” Castle (1994) acknowledged the need to encourage students to “choose
reading over other possibilities—or at least along with other possibilities—as a tool for
self-directed learning or as a leisurely pursuit both in and out of school” (p. 146). Pike
(2004) spoke of promoting “spiritually significant texts” (p. 161) to support both spiritual
and literary learning and Smith and Wilhelm (2002) identified boys‟ references to
“political, moral, and life-expanding appeal” themes as “texts that have powerful ideas”
(p. 157). In answer to what Keene and Zimmerman discovered, Smith and Wilhelm
(2002) found the following, “Interestingly, though they often engaged with different
kinds of texts than those assigned by schools, they often did so for the very reasons their
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teachers would hope—to engage in powerful ideas and expand their understanding of the
world” (p. 157). In addition, hearkening back to the Catholic philosophy of education,
the joy of reading may be resuscitated when individuals approach learning as a truth to be
sought and known. As Caldecott (2012) noted:
Revelation subtly alters the way every subject is taught as well as the
relationships between them. What is revealed connects them severally and
together to our own destiny, to the desire of our hearts for union with infinite
truth. At that point, everything becomes interesting. There are no „boring‟
subjects—nothing can be ugly or pointless unless we make it so, turning our
backs on the Giver of Being. (p. 15)
What is learned from this vantage point is intrinsically interesting because it is part of a
larger whole linked to the eternal destiny of the human person.
Motivation is an unseen factor or combination of factors which propels
individuals to initiate certain observable behaviors or actions directed toward specific
desired ends or outcomes (Anderman & Anderman, 2010; Schunk, 2008). Academic
motivation is more narrowly defined as the desire to learn or begin an academic
assignment. Motivation can be extrinsic, coming from outside the person, or intrinsic,
stemming from some internal interest or desire (Schunk, 2008). Hidi and Harackiewicz
(2000) posit that interests and goals each play a role in motivation, but it seems little
research has been done to study how interests and goals work together to stimulate
academic motivation. There are different levels or types of interests: personal, situational
and utilitarian. Personal interests grow out of individual preferences and seem to be the
most stable or long-lasting of the three. Situational interests stem from something in the
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surroundings or environment that catches the individual‟s attention. Interests that
develop due to some stimulus or attraction in the environment may or may not endure.
Utility interests derive from a recognized value for mastering the information or
completing the task, i.e., it is useful and advantageous to know this material (Hidi &
Harackiewicz, 2000).
When students‟ interest is piqued and they desire to know something, this
provides motivation to learn. This applies to reading as well. Students‟ attitudes toward
reading can be improved by allowing them to have a choice in what and when they read
(Johns & VanLeirsburg, 1994; Zemelman, Daniels, & Hyde, 2005;). Using a variety of
approaches, teachers encouraged students to enjoy reading. When teachers used readaloud, think-aloud, student choice, and sustained silent reading, as well as witnessed to
their own reading practices, students came to understand specific benefits related to
reading. Making the reading interesting, exciting, and thought-provoking engaged the
students‟ imaginations and encouraged them to make personal reading choices (Allen,
2000; Allington & Johnston, 2002).
For the six fourth-grade teachers in one qualitative study spanning a period of two
years, reading was not limited to basic skills and concepts that enabled children to read
and write for fulfilling their role in the work force. Instead, reading encompassed a broad
field of learning that informed the students‟ thinking and decisions in the present
moment, as well as provided them experiences not listed in the prescribed learning, but
that they could take with them for the future (Allington & Johnston, 2002). Students in
these classrooms experienced reading as providing a context for living, allowing them to
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incorporate values and beliefs that resonated with these classroom experiences. As Duffy
(2002) summarizes:
Reading instruction for them includes developing „invisible‟ learnings, learnings
that are not specified in the curriculum guide or tested on the annual state
assessment test. They include understandings such as who has a right to an
opinion, how to pursue a topic, how to respond to dissent, how to work out
conflicts, how to respect divergent opinions, and other values and beliefs central
to survival of a democratic society. (pp. 224-225)
The purpose for reading spans beyond the text and the classroom, beyond the here and
now, to impact not only students‟ future reading choices, but various and numerous
aspects of their lives.
Why did the little girl desire so ardently to read the book? What for her was
interesting, exciting, and thought provoking? The specific questions of this study seek to
bring understanding to these more theoretical questions so as to further inform the
mission of Catholic schools and the individual lives of those students attending Catholic
schools.
Purpose Statement
The purpose of this research is to consider the relationship between religious
values and attitudes toward reading religious content among fourth-, fifth-, and sixthgrade students in the participating Catholic schools in a selected Catholic diocese. In
addition, consideration will be given to students‟ attitudes toward academic reading and
recreational reading in relation to their religious values and attitudes toward religious
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content reading. Also studied is the influence of gender and grade level on these
relationships.
Research Questions
The research questions are as follows:
1. For Catholic school students in grade 4-6, what is the extent of relationship
between students‟ attitudes towards reading religious content and their
religious values and is that relationship mediated by students‟ grade level and
gender?
2. For Catholic school students in grades 4-6, what is the extent of relationship
between students‟ attitudes toward academic reading and their religious values,
their attitudes toward reading religious content, and the interaction of religious
values and attitudes toward reading religious content, controlling for students‟
grade level and gender?
3. For Catholic school students in grades 4-6, what is the extent of relationship
between students‟ attitudes toward recreational reading and their religious
values, their attitudes toward reading religious content, and the interaction of
religious values and attitudes toward reading religious content, controlling for
students‟ grade level and gender?
Significance of the Study
This study has been called for by previous researchers. In Grover C. Mathewson‟s
article “Model of Attitude Influence upon Reading and Learning to Read” published in
Theoretical Models and Processes of Reading, he directly states, “The relationships of
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religious values to reading religious content, for example, would be an interesting focus
for research” (Mathewson, 2004, p. 1447).
Secondly, if, as Mathewson (2004) posits, values impact attitudes toward reading
and ultimately reading choices, and Catholic schools purposefully teach religious values
(Congregation for Catholic Education, 1977, 1988, 2007; Miller, 2006; Ozar & WeitzelO'Neil, 2012), then the relationship between the religious values held by Catholic school
students and their attitudes toward reading religious content is important in measuring the
effectiveness of the schools with regard to their mission. This study is potentially
important to Catholic school teachers who seek to pass on knowledge of and love for the
Catholic faith.
Thirdly, though studies have been done on students‟ attitudes toward reading, and
others that center on students‟ religious values, no study has yet combined these two.
Some studies have considered the reading habits of students in Jewish schools in the
United States (Gongola, 2008) and Catholic schools in Australia (Black, 2006) and a few
researchers have collected information regarding young people‟s attitudes toward
Christianity (Francis & Kay, 1994), with one study of Bible reading habits of 13-15 year
olds in England (Francis, 2000). Research on the relationship of religious values held by
elementary students in Catholic schools and their attitudes toward reading, particularly
toward reading religious content, appears to be nonexistent. This study, therefore, hopes
to supply data on the relationship of religious values and attitudes toward reading
religious content.
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Scope
Considering the proceeding information and surveying fourth-, fifth-, and sixthgrade students in Catholic Elementary Schools in one Catholic diocese, the following will
be considered:
1. The relationship between students‟ attitudes toward reading religious content
and their religious values and whether that relationship is mediated by
students‟ grade level and gender.
2. The relationship of students‟ attitudes regarding academic reading to their
religious values, their attitudes toward reading religious content and the
interaction of religious values and attitudes toward reading religious content
with consideration given to grade level and gender.
3. The relationship of students‟ attitudes regarding recreational reading to their
religious values, their attitudes toward reading religious content and the
interaction of religious values and attitudes toward reading religious content
with consideration to grade level and gender.
However, attitudes toward reading are influenced by a variety of factors, such as
teachers, families, socioeconomic status, ethnic and racial background, cognitive levels,
and others (Allington & Johnston, 2002; Castle, 1994; Fisher, 1994; Pressley, 2006).
While these influences are important, it is not the intention of this work to explore every
factor contributing to children‟s attitudes toward reading. Therefore, if these influences
are discussed it is only in relation to the larger focus of gender, age, religious values and
attitudes toward reading religious content.
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Assumption
The study makes the assumption that students will respond to the questionnaire in
a manner revealing their true thoughts rather than in keeping with the responses they
believe their teacher, the researcher, or others would like them to supply.
Limitations
The limitations are:
1. There are a limited number of participants.
2. There will be no knowledge of students‟ cognitive abilities.
3. There will be no measure of students‟ reading levels.
4. There will be no measure of socioeconomic status or ethnicity.
5. The students are self-reporting.
Delimitations
The delimitations are:
1. The study is limited to students in grades 4-6.
2. The study is limited to students in Catholic schools in one diocese.
3. The confidentiality of data is such that schools cannot be compared.
Definition of Terms
To provide precision to the understanding of some terms used throughout the
study, a few definitions are provided here.
Attitudes

“internal beliefs that influence personal actions and that reflect
characteristics such as generosity, honesty, and commitment to
healthy living” (Schunk, 2008, p. 287).
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Motivation

“the process of instigating and sustaining goal-directed behavior”
(Schunk, 2008, p. 453).

Religious content

texts regarding topics of a specifically sacred or spiritual nature,
such as The Holy Bible, content about religious people, places, or
events, or books or other print materials used to study religious
topics.

Religious values

“a principle, standard, or quality considered worthwhile or
desirable” (Editors, 1992, p. 1972) with regard to the things of God
and the moral order, for the purpose of this study, particularly with
respect to the relative importance individuals ascribe to God,
praying, reading the Bible, and going to church.
“a principle, standard, or quality considered worthwhile or

Value

desirable” (Editors, 1992, p. 1972).
Review of Related Literature
The literature review will include a summary of the following: Mathewson‟s
Model of Attitude Influence; research findings regarding students‟ attitudes toward
reading with attention given to differences between gender and among grade levels, as
well as reading religious content; information on religious values of young people; and a
description of the role of religious values in Catholic education for students attending
Catholic schools.
Mathewson’s Model
The Model of Attitude Influence upon reading and learning to read as developed
by Mathewson (2004) sketches the reading process with an emphasis on the role of
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attitude toward reading and its influence on intention to read or to continue reading. This
model is a refinement of Mathewson‟s 1976 and 1985 models of attitude influence on
reading. In the reading process, attitude toward reading plays a pivotal role with regard
to intention to read which is “the central component mediating the attitude-reading
relationship” (Mathewson, 2004, p. 1433). Intention to read occurs between attitude and
reading.
There are three levels reflected under attitude toward reading. These levels are
“prevailing feelings about reading, action readiness for reading, and evaluative beliefs
about reading” (Mathewson, 2004, p. 1449). It is from these areas of attitude toward
reading that the intention to read or to continue reading stems. The three areas, feeling,
action, and evaluation, which constitute attitude, are given various levels of emphasis in
research studies, but Mathewson (2004) contends that all three levels should be given
equal focus. A clear understanding of attitude and its role in reading is more readily
gained by including all three in a “tricomponent view of attitude” (Mathewson, 2004, p.
1434).
In addition to attitude influence, intention to read is also affected by other
components such as external motivators and internal emotional state of the individual.
External motivators encompass several areas. For example, an incentive offered by a
teacher to encourage students to read is an external motivator, but existing norms or
expectations from family, school, or peers also function as external motivators. Anything
outside of the reader that functions as a force to encourage or discourage reading can be
seen as an external motivator affecting attitude toward reading and learning to read and
therefore may influence intention to read. An example is recounted in Gifted Hands, the
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story of Dr. Ben Carson, the renowned neurosurgeon. Ben Carson‟s mother expected her
two sons to visit the library regularly, spend limited time viewing television, read a book
a week and write a book report, which they were then to read to her. She could not read
(Carson, 1990). The internal emotional state of the individual may impact the
individual‟s ability to focus attention so as to enhance meaning-making of the text.
Internal emotions are brought into play as readers‟ feelings become part of their
interpretation of the text. This internal emotional state may alter the individual‟s
intention to read (Mathewson, 2004).
As seen in the model, directly contributing to attitude toward reading are two
elements: persuasion and what Mathewson (2004) refers to as cornerstone concepts, a
term that encompasses values, goals, and self-concepts. Persuasion, as is indicated by the
word, is an effort to convince the individual to read. Persuasion can occur in two ways;
through a central path or a peripheral route. The central path is when the teacher uses a
direct method to convince students why they should read a specific text and the
peripheral route is a less direct method still intended to persuade individuals to read the
text. If a teacher tells the class they will want to read some specific material so as to be
prepared for the SAT, she is employing central persuasion. If, on the other hand, the
teacher creates an atmosphere to appeal to the students‟ emotions, such as hanging
college banners in the room and posting college sports scores on the board, she is
employing peripheral persuasion to convince the students to read the text in preparation
for the SAT tests that will play a role in their admission to college. Cornerstone concepts
of values, goals, and self-concepts are significant because they influence attitudes. These
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concepts are generally held strongly by individuals, but are separate from the intention to
read (Mathewson, 2004).
The three cornerstone concepts “are interrelated, top-level determiners of attitude”
(Mathewson, 2004, p. 1448). While determining that both cornerstone concepts and
persuasive communications described above play a direct role in attitude influence,
Mathewson (2004) asserts that the cornerstone concepts seem to have the more
significant impact over time. A student‟s choice to read a particular book may be
attributed to peripheral persuasion from the influence of peer groups, social situations, or
even something as simple as a personal preference for the book jacket or author.
However, attitudes toward reading that are more permanent are found to be rooted in the
student‟s values, goals, and self-concepts. It should be noted that while some attention
may be given to goals and self-concepts throughout this work, only one of the three,
values, is the particular focus of this research.
Snyder (as cited in Mathewson, 2004) stated that even the level of influence of
values on attitudes depends on the individual person. For individuals who base their
decision-making on surface feelings and seemingly peripheral circumstances, values do
not impact attitudes in any lasting way. However, for those individuals who live and
make decisions in more self-reflective manner, values have a more significant impact on
attitudes. To this end, Mathewson (2004) states, “Therefore, helping students think
reflectively about the interrelationships among their values, attitudes, and intentions may
help them to strengthen their clarity of purpose in reading” (p. 1447).
The final components of the model are feelings and ideas that occur as a response
to the reading of the text. Mathewson (2004) explains that these two elements complete
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the three-part relationship with reading itself being the third section. These specific
feelings and ideas relate back to reader satisfaction with both affect and ideas, which in
turn influences attitude toward reading. Reading, ideas, and feelings become intertwined
and then flow back to impact attitude toward reading.
Mathewson‟s (2004) model has merit as an overlay or precursor to models of
reading that detail more specific application to the actual reading process. The attitude
influence model has elements that bring understanding to individual‟s choices with
regard to decisions to read or not to read, to continue reading or to cease reading.
Outlining the external motivators, internal emotional states, and the three levels of
attitude, as well as the persuasion and cornerstone concepts, brings into sharper focus the
forces at work when the individual forms the intention to read or not to read. Reviewed
strictly as a model of attitude influence upon reading and learning to read, the model is
very inclusive taking into account values, goals, and self-concepts as well as external
persuasive techniques, external motivators, and internal emotions.
Attitudes toward Reading
When examining attitudes toward reading, there are multiple forces at work at any
given moment. To separate the elements is somewhat contrived. However, as the focus
of this study considers attitudes toward reading with regard to gender, age, and religious
values, the review encompasses some aspects of each of these elements, recognizing
cross-over in some cases.
Gender. When reflecting on gender differences in attitude toward reading, a
caution must be noted. There is a need to maintain a balanced approach, accounting for
the various differences in reading choices and what those might say about students as a
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whole (Power, 2001; Scholes, 2010; Smith & Wilhelm, 2002;). Some reports call for a
focus on boys and their reading choices (Clavel, 2005; Millard, 1997), some authors
express concern for girls being neglected in the shift to boys (Power, 2001), and other
studies state that the differences between boys and girls should be weighed and
appropriate measures applied for the good of each and the benefit of all (Smith &
Wilhelm, 2002). Therefore, this study takes gender into account.
Research studies in the United States, England, and Australia reveal that in
general, girls are more positively disposed toward reading than are boys (Black, 2006;
Eccleshare, 2003; Kush & Watkins, 1996; McKenna, Kear, & Ellsworth, 1995; Sainsbury
& Clarkson, 2008). Admitting a few exceptions (Cunningham, 2008), a review of the
literature repeatedly shows that girls choose to read more often than boys, reading in a
greater variety of places and times. Boys and girls also differ in their purposes for
reading.
In a study of academically talented K-6 grade students attending an academic
summer program, gender differences were found to be similar to other studies with
females‟ attitudes toward reading more positively significant than that of males‟ for both
recreational and academic reading. With four of the 14 gender comparisons registering
significant differences between girls and boys, there was a strong indication that
regardless of academic abilities, girls‟ attitudes toward reading are more positive than
boys‟ attitudes (Worrell, Roth, & Gabelko, 2007).
Seeking to discover students‟ attitudes toward reading at ages 9 and 11, a large
scale study was done in 2003 and repeated in 2007 with a total of 4,477 students being
surveyed in 2007. The full report from the National Foundation for Educational Research

22

from England and Wales indicated that boys‟ attitudes toward reading were significantly
less positive than those of their female counterparts. Statements such as “I think reading
is boring” and “I like watching TV better than reading books” received more positive
responses from boys, but girls showed stronger agreement for statements such as, “I like
reading silently by myself” or “I like going to the library” (Sainsbury & Clarkson, 2008).
Commenting on reading motivation, Wigfield (2000) observed that gender
differences are strong even for young children just beginning elementary school. The
differences between girls and boys with regard to motivation to read are greater than
differences in reading ability and achievement for young children.
Between March and May 2003, England‟s Nestle Family Monitor collected data
from 914 students, ranging in age from 11-18 and representing 33 state and independent
schools in England and Wales. Completing a questionnaire, the students responded to
questions regarding their attitudes toward reading. The phrase “far more likely” was used
to explain reading choices of both boys and girls with the not-surprising result that boys
are “far more likely” than girls to prefer texts about sports, but with the very surprising
result that girls are “far more likely” than boys to choose horror stories. Girls are also
more ready than boys to identify a favorite book or author, as well as more willing to
share their books with others. Girls indicated that they read in a greater variety of places
and at a greater span of times of the day than boys. Responses to the survey revealed that
girls have a wider variety of types of texts they prefer compared to the more narrow
selection of preferred texts of their male counterparts. Boys are more likely to choose to
read if the book is about something in which they have an interest (Eccleshare, 2003).
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Choices in reading selections also vary between girls and boys. While both
genders prefer recreational to academic reading, girls exhibit a greater affinity for
recreational reading than do boys (Black, 2006; Kush & Watkins, 1996). When
considering various types of text, such as picture, chapter, or factual books, as well as
magazines, comics, and newspapers, Black (2006) found chapter books to be the choice
of reading for both boys and girls with the latter leading the former in selecting chapter
books as well as picture books. With regard to both factual information books and
magazines there was not a significant difference between females and males.
In a study of first graders who were given the opportunity to select a book they
would like to have for their own, Mohr (2006) discovered that both boys and girls
indicated a preference for non-fiction text that provided information about a subject they
wished to explore, in this case animals. However, the boys‟ preference for non-fiction at
96% exceeded that of the girls‟ preference at 69%. The reasons students gave for
choosing informational texts differed between boys and girls. Boys indicated they prefer
to read to learn or understand about the subject and believed others would choose these
books because they held this same interest, but girls said their choices were based on
what they believed their friends would enjoy or choose to read. Even though they were
given the choice among several new books, boys made their selections based on topic
preference rather than on whether they believed the book to be easy or difficult for them.
In fact, at a ratio of 3 to 1, boys considered their chosen book to be one difficult for them
to read (Mohr, 2006).
Shapiro (1980) studied differences in students‟ attitudes toward reading as related
to whether they had male or female teachers in the primary grades. As in other research,
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girls registered more positive attitudes toward reading than did boys. It should also be
noted that each student participating in the study had a female teacher in the first grade.
Additional analyses of this research revealed that in classrooms with male teachers at the
time of the study, both boys and girls indicated more positive attitudes toward reading
than in classrooms with female teachers (Shapiro, 1980).
In a summary of related literature, Simpson (as cited in Power, 2001) found girls
to be very narrow in their selection of text, so a concern may be that even if girls are
reading more than boys, their selection of narrative texts automatically excludes other
important or beneficial text choices. One study suggested that girls be given guidance in
expanding their reading choices so that they do not neglect texts important to their future
success (Coles & Hall, 2002).
When research findings indicated girls were failing to achieve or advance in math,
changes were made to make math more accessible to girls. However, the same attention
has not been given to accommodating boys with regard to lagging engagement and
achievement in the language arts, which includes reading (Millard, 1997). Some argue
that in keeping with the focus on improving math and science instruction and
performance for girls, the same or greater emphasis should be placed on increasing
reading and writing instruction and performance for boys (Gurian, 2001).
Interestingly enough, while most studies indicate that gender does influence
reading attitudes, the results of Cunningham‟s (2008) study on the impact of race, gender,
and at-risk status on students‟ attitudes toward reading, showed no relationship between
gender and attitudes toward reading (Cunningham, 2008).
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In summary, this review of related literature regarding gender and reading
indicates that girls prefer to read more than boys do. Even when very few girls show
positive attitudes toward reading, still fewer boys report positive attitudes toward reading.
Girls often choose fictional texts while boys prefer non-fiction materials. Girls indicate
their choices in reading genres revolve around texts they believe their peers enjoy and
boys choose texts that they deem immediately useful. Boys are more likely than girls to
report that they find reading difficult and texts assigned in school challenging.
Age. Research studies consistently indicate that reading interest declines as
students move from grade to grade. By the time they enter the teenage years, the figure
increases dramatically, with older students reading far less than their younger
counterparts (Eccleshare, 2003). In a three-year study of children‟s reading attitudes,
Kush and Watkins (1996) found that “children‟s attitudes about reading exhibited a
consistent decline across the elementary school years” (p. 317) and this decline was true
for academic as well as recreational reading.
The study by the Nestle Family Monitor (Eccleshare, 2003) reported that 38% of
13 and 14 year olds indicated other things take precedence over reading. In a comparison
of students who attend state schools and students who attend independent schools, 36%
of students in state schools indicated reading as less important than other things while
24% of students in independent schools reported “having better things to do with their
time than to read” (Eccleshare, 2003, p. 15).
Not only does the research show a decline in reading interest as students move
through the grades, but there appears to be a trend toward an overall decrease in positive
attitudes toward reading, regardless of age. The full report from a study of 9 and 11 year
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olds‟ attitudes toward reading from the National Foundation for Educational Research
from England and Wales indicated that, in an overall summary, year 4 students were
more positive in their attitudes toward reading than students in year 6. In addition, when
comparing data from 1998, 2003, and 2007, researchers noted that students‟ attitudes
toward reading decreased significantly between 1998 and 2003, but this trend did not
continue from 2003 to 2007. At the same time, attitudes toward reading did not increase
between 2003 and 2007 (Sainsbury & Clarkson, 2008).
In an effort to understand the decline in positive attitudes toward reading as
students advance through the grades, Leroy (2000) conducted a qualitative study with one
fifth-grade girl in an inner-city school. The resulting conclusions indicated that the
difficulty with maintaining positive attitudes toward reading as children mature becomes
increasingly complex due to the number of factors impacting the formation of those
attitudes. In this study, Leroy (2000) discovered that it was the student‟s belief that
school was important to her future and that reading was advantageous to her work at
school. Although sometimes the connection to her future was somewhat removed, the
researcher observed the girl‟s interest in reading remained present. Also, the girl often
reported conflicting messages by sometimes seeming to avoid reading while appearing to
enjoy reading when engaged in it. The girl did express a strong preference for surprise or
novelty in both reading and writing, preferring elements of humor and mystery in her
reading selections.
The type and quality of education students experience prior to entering
kindergarten or first grade may impact students‟ dispositions toward reading. According
to Cunningham (2008), greater emphasis on ensuring a quality first-learning experience
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for preschoolers should result in students being more prepared for learning to read as well
as providing a foundation for more positive attitudes toward reading in general for these
young students.
In a study that included both a survey and one-on-one interviews, Strommen and
Mates (2004) spent time discovering the factors that prompt positive attitudes toward
reading among older children and teens. The study included sixth and ninth graders and
did not distinguish between skilled and non-skilled readers. The cornerstone concepts or
values, goals, and self-concepts described by Mathewson (2004) seem to have the
greatest impact on attitude toward reading for the individuals in this study. Findings
showed that families have the greatest influence on whether children become lovers of
reading. While teachers play a role in encouraging students to be readers, their efforts do
not make a significant difference in students‟ attitudes toward reading. In addition, even
those students who exhibited positive attitudes toward recreational reading did not hold
the same attitudes with regard to academic reading. In this study, those with a positive
attitude toward reading saw reading as valued by their families, had regular access to
books, and witnessed adults giving priority to recreational reading (Strommen & Mates,
2004).
As reported in the Nestle Family Monitor, texts found to be least enjoyed by
students, especially those less than 14 years old, were Shakespeare and classic novels. In
the category of most enjoyed books, the fantasy fiction genre was chosen by 43% of the
students and data revealed this to be especially true for 11-12 year olds. Biographies,
autobiographies, modern fiction and classic novels were considered among most enjoyed
types of texts for those 15 and older (Eccleshare, 2003).
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The use of Accelerated Reader (AR) for students in intermediate grades can have
both positive and negative effects. Using the accompanying STAR diagnostic to
determine students‟ reading levels and providing class time for reading and taking tests
are two of the positive results from AR implementation. However, undesirable results
arise when students choose to read below grade level simply to accomplish a particular
point goal or when books students would like to read do not have AR tests. This often
prompts students to choose other books (Barone, 2006). Without teacher intervention to
guide reading level choices or to encourage reading beyond points, students‟ attitudes
toward reading may be impacted adversely through the use of Accelerated Reader. At
the same time, another study of fourth and fifth graders whose first language was not
English revealed that although implementation of AR did not increase reading abilities or
achievement significantly, these students began reading more and indicated more positive
attitudes toward reading (McGlinn & Parrish, 2002)
The review of literature shows younger students consistently have more positive
attitudes about reading than do older students. In addition, families seem to have a
greater influence on students‟ reading attitudes than do teachers. As students get older,
motivation to engage in academic reading stems from external forces such as a view that
reading will aid them in the future whether for college or in securing employment.
Cognitive and Social Development. Various scientists, psychologists, and
theorists, such as Piaget, Vygotsky, and Erikson, are known for their contributions to the
understanding of cognitive and social development in individuals. The research and
writing of these individuals has expanded thinking with regard to the overall educational
process as well as the daily decisions of individual teachers with regard to best
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instructional strategies for specific students in their classrooms (McCown, Driscoll, &
Roop, 1995). Considering theories of cognitive and social development may provide
some insights into the findings considered above regarding relationships and differences
in students‟ attitudes toward reading at different ages.
Cognitive development theory seeks to explain the differences that take place in
not only the content individuals know, but also the process by which or how they know
as the physical maturation process occurs and the brain develops (Lightfoot, Cole, &
Cole, 2013; McCown et al., 1995). Information-processing skills also develop as
children mature. The way students are capable of using short-term memory and longterm memory changes over time. With cognitive development, individuals become
aware of their own thinking and are able to integrate other learning strategies, such as
attention to observation, organization, and elaboration, so as to increase their learning
(Flannick, 2012).
Students in fourth and fifth grades as well as some sixth graders in the beginning
of the school year are most likely to be in the cognitive stage termed by Piaget as
concrete operations. While the stages are not rigidly defined, individuals between the
ages of 7-11 usually exhibit the characteristics of the concrete operational stage.
Children this age are able to apply logical reasoning most effectively to concrete
questions or problems. They are able to reason as well as to recognize that items have
numerous attributes that may be used for classifying or organizing them into groups. It is
important that students in this stage of cognitive development be given tangible or handson tasks to complete or manipulate. Solving hypothetical problems or responding to
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theoretical questions is challenging for students at this stage because they generally find
it difficult to think abstractly (Lightfoot et al., 2013; McCown et al., 1995).
Leaving the concrete operations stage, students move to Piaget‟s formal
operations stage considered as approximately 11 years old through adulthood. Most sixth
graders, especially by the end of the school year, are in the formal operations stage. In
this stage, students are able to think and reason abstractly. It is not necessary for these
students to see or manipulate concrete objects in order to respond to a question or solve a
problem. With an increase in facility with short- and long-term memory, metacognitive
abilities also advance. Students at this age continue to gain self-regulatory skills that may
be applied to both academic endeavors and social situations (Lightfoot et al., 2013;
Schunk, 2008). At the same time, Byrnes (2008) explained that academic improvement
can be more difficult as students mature “because the cognitive systems associated with
specific skills have grown in size and complexity” (p. 8) and Vygotsky encouraged
teachers to consider the capabilities of the students, while taking into account their
potential growth and performance if challenged in the appropriate manner (Forman &
Cazden, 2004; McCown et al., 1995).
Erikson studied development from a psychological rather than purely cognitive
approach. He posited that individuals come to understand their personal identity through
interactions with others and their environment. Between the years of 6 and 12, students
develop an identity of success or inferiority. Experiencing success or failure in the early
years of school may impact students‟ motivation and engagement in academic pursuits in
later years (McCown et al., 1995).
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As seen above, as students mature their cognitive abilities change, impacting their
social development and subsequently their self-concept and relationships with others.
The shifts from concrete to formal operations and the growing evaluation of self in
relation to others that occur in the growing years between fourth and sixth grade may
shed light on the differences in students‟ attitudes toward reading seen in the studies with
regard to both gender and age. Pressley (2006) noted that classroom structures become
increasingly more competitive with each grade level, while at the same time students
become more cognizant of their abilities in relation to others. As classroom competition
increases and students make comparisons between their own performance and that of
their peers, students can experience a diminishing of academic motivation. The decline
in positive attitudes toward reading may be related to students‟ comparison of their
abilities with others rather than a focus on their individual growth and achievement
(Pressley, 2006).
Students‟ increasing interests in others and relationships may also be a factor in
reading attitudes waning as students progress through the grades. As seen in several
studies, students reported having other interests and preferring to do other things rather
than read (Eccleshare, 2003; Juel, 1988; McKenna et al., 1995). When they choose to
read, older students report preferring magazines and newspapers to other types of texts
(Sainsbury & Clarkson, 2008). Several factors influence students‟ attitudes toward
reading and what types of texts they will read. Understanding cognitive and social
development provides some insights into varying attitudes held by students.
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Reading Religious Content
Francis (2000) collected data on the Bible reading habits of 13-15 year olds in
England and Wales. In a study including over 33,000 young people, he outlined findings
on frequency of Bible reading, including differences between boys and girls, 13 and 15
year olds, frequency of church attendance, differences with regard to denomination, and
the impact of family‟s socioeconomic status. The findings are not unlike those reported
above for reading habits of boys and girls in relation to non-religious content texts. A
summary of Francis‟ study follows.
For the 13 to 15 year olds in England and Wales who participated in the study,
two out of three never read the Bible and only 5% reported reading the Bible at least once
a week. Those who attend church regularly are more likely to read the Bible, but 43% of
Roman Catholics who reported going to church weekly, never read the Bible. Not
surprisingly, after reviewing the results of studies on gender and age, girls are more likely
to read the Bible than are boys and 13 year olds are more likely to read than 15 year olds.
Students from working class families are less likely to read the Bible than those with
parents who hold professional and semi-professional positions. In short, it is very
unlikely for a 15 year old, Catholic, male of working-class parents to ever read the Bible
(Francis, 2000).
In a study of college students in the Philippines, Baring (2008) found that only
1.6% of the students reported reading the Bible “always” and another 13% reported
reading “often,” while 45.5% read “sometimes and 48% said they “rarely” read the Bible.
Those participating in the study were Roman Catholic (87%) or Bible Christians (7%),
and the religious affiliation of the remaining 6% was not reported. In Baring‟s study, the
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students reported that “in the cognitive level, Bible reading is both an informative activity
and an exploration of God‟s authoritative message. It is a personal event. Affectively, it
is a form of spiritual nourishment” (Baring, 2008, p. 174). With regard to their attitudes
toward reading the Bible, the students indicated that Bible reading was less of an
academic task and more of a spiritual exercise. If learning does occur, it is a spiritual
matter of faith and the heart rather than an academic matter of the mind.
Between March and May 2003, England‟s Nestle Family Monitor collected data
from 914 students ranging in age from 11-18 and representing 33 state and independent
schools in England and Wales. Completing a questionnaire, the students responded to
questions regarding their attitudes toward reading. When students were asked about most
or least enjoyed books related to religious content, the results stated, “For three in ten,
religious texts were not found to be enjoyable—particularly among white pupils (31%
versus 13% of those in Black and Minority Ethnic groups)” (Eccleshare, 2003, p. 11).
From these findings and the studies considered in this section, it appears not many
students choose to read religious content.
Religion and Values
Francis and Kay (1994) compiled a book of 15 chapters dedicated to explaining
the interface between religion and values for 13 to 15 year olds in state schools in
England and Wales based on a major research project. The study was based on Christian
religious beliefs constructs and included approximately 13,000 individuals. Among
several other topics, the study included adolescents‟ thoughts on school, religious beliefs,
and church in relation to society. Gender, age, church attendance, belief in God, and
denomination affiliation were considered for each area (Francis & Kay, 1994).
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With regard to school, girls worry more than boys do about exams and school
work in general. Girls also worry about being bullied at school more than boys. More
boys find school boring than do girls.
To a greater degree than the younger students, older students are less inclined to
think their teachers are doing a good job or to think that school is preparing them for life.
Older students more often report finding school boring and only 68% of older students,
compared to 73% of the younger students, indicate they are happy at school. Older
students are more concerned about their school work and somewhat more worried about
exams than their younger counterparts (Francis & Kay, 1994).
Only 25% of those who attend church weekly find school boring, compared to
41% of those students who never attend church. Students who attend church weekly or
sometimes are more likely than students who never attend church to believe their teacher
is doing a good job and that school is preparing them for life. Students who attend
church weekly or occasionally are more concerned about school work, exams and being
bullied at school than those students who never attend church (Francis & Kay, 1994).
For the purposes of the study, students who agreed with the statement “I believe
in God” were placed in the category of theists; those who disagreed with the statement
were designated as atheists, and those students who marked uncertain in response to the
statement were considered agnostic. After considering church attendance, the researchers
separated those who never attend church into theists, agnostics, and atheists as described
above. For this area, those who believe in God “tend to be happier at school, not to be
bored, to think that teachers are doing a good job and more inclined to think school is
preparing them for life” (Francis & Kay, 1994, p. 37).
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Students who indicated they attend church weekly were divided by denomination
of Roman Catholic, Anglican, and Free Church. In England, Catholic students are more
likely to find school boring, be less happy at school, and worry about their school work
and exams than are Anglican and Free Church students. On the other hand, Catholic
students are less worried about being bullied at school than the other two groups of
students. All students who attend church weekly are strongly convinced that school is
assisting in preparing them for life; however, Catholic students are the least likely to
believe this compared with Anglican or Free Church students, with the percentages being
73%, 75%, and 76% respectively (Francis & Kay, 1994).
In evaluating the findings from their research of adolescents‟ beliefs about school
and religion, Francis and Key (1994) provide this summary:
It may be that theism, expressed either in the context of church attendance or
without the institutional support of the church, engenders an attitude to society
that accepts order, purpose and authority which, in their turn facilitate an
appreciation of school. Certainly the most favourably disposed pupils towards
schooling in this survey are all regular churchgoers, and this tendency is
especially marked among Free Church and Anglican young people. (p. 42)
Regarding the thoughts of 13 to 15 year olds in England and Wales on specific
religious beliefs, such as belief in God, belief in Jesus Christ as the Son of God, belief
that Jesus rose from the dead, and belief in life after death, girls are more likely than boys
to affirm these beliefs. In some cases, the number of those who agree with a specific idea
may be significantly lower than in others, but girls are still higher than boys in each of
these beliefs. For example, 44% of girls agreed that they believe in God compared to
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only 34% of boys. At the same time, only 20% of girls agreed that God punishes those
who do wrong and this compares to 18% of boys who agreed with this statement.
However, when asked to respond to the statement “I think Christianity is the only true
religion” more boys than girls agree with this statement at 18% and 14% respectively.
Francis and Kay (1994) summarize the two approaches with the following statements:
The Christianity supported by females is one which is more willing to embrace
the people or ideas of other faiths. Males are less inclined than females to adopt a
religious stance, but if they do they are more inclined than females to adopt an
exclusive view. (p. 148)
Other than belief in life after death, all other belief statements were reported with
less agreement from the older students than from the younger students. Belief in God
dropped from 41% to 37%, belief that God punishes those who do wrong fell from 20%
to 18%, and the belief that Jesus rose from the dead shifted from 32% to 28% of those in
agreement (Francis & Kay, 1994).
Eighty-four percent of those who attend church weekly reported believing in God,
75% believe that Jesus rose from the dead, and 60% believe there is life after death. The
numbers for those who sometimes go to church are lower, but still significant in
comparison to those who never attend church. Fifty percent of those who attend church
sometimes say they believe in God, 37% believe that Jesus rose from the dead, and 43%
believe in life after death (Francis & Kay, 1994).
For the idea that “God punishes those who do wrong,” 41% of Roman Catholic,
29% of Anglicans, and 28% of Free Church adolescents participating in the study
disagree with this statement. A quarter of Roman Catholic and 26% of Free Church
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students do not believe that Christianity is the only true religion, while 34% of Anglican
students do not believe this statement (Francis & Kay, 1994).
Overall, girls are more positive about religion than are boys, and younger students
less critical than older students. Girls were more positive than boys with regard to having
their children baptized and getting married in church as well as less likely to report that
the Bible and the church are irrelevant or that they find church services boring. The
differences between boys and girls do not seem to be attributed to apathy or indifference
because 19% of boys compared with 13% of girls reported not wanting their children
baptized rather than being neutral or undecided. It seems that the students who were
undecided or neutral toward religion and church in the younger grades shifted to being
negative rather than positive or remaining neutral in the older grades. More than 90% of
each denomination, Catholic, Anglican, and Free Church wanted to be married in a
church and over 80% of each wanted to have their children baptized. With regard to
attitudes toward the Bible and the church, 30% of Catholics said church services are
boring and 21% believe the Bible lacks relevance in their daily lives. These percentages
compare with 10% and 13% respectively for young people who ascribe to be Anglican or
Free Church (Francis & Kay, 1994).
In a study of 1,285 Catholic and non-Catholic students attending Catholic schools
in a Scottish city, Francis and Gibson (2001) found the following:
The student‟s attitude toward Christianity is shown to be a function of sex, age,
church attendance, and being Catholic. According to these data the strongest
predictor of attitude toward Christianity is the student‟s personal church
attendance. . . . Girls are more likely to hold a positive attitude toward
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Christianity than boys are. Younger students are more likely to hold a positive
attitude toward Christianity than older students are. Having taken all these factors
into account, the data demonstrate that the Catholic students are more likely to
hold a positive attitude toward Christianity than non-Catholic students are. (p. 48)
In a continuing research study of student in secondary schools (Francis, Robbins,
Lewis, Barnes, & Sion, 2007), the information gathered was compared to studies from
the 1960s, 1970s, and 1980s. The purpose of the studies was to “chart the changing
pattern of attitude toward Christianity among pupils attending the segregated system of
secondary schools in Northern Ireland” (p. 435). However, throughout the studies the
girls‟ attitudes toward Christianity remained more positive than that of their male
counterparts regardless of which school they attended. It was also noted that in the early
1990s and the late 1990s boys in Catholic schools held more positive attitudes toward
Christianity than the boys in the Protestant schools, but this was not true for the girls. In
the early 1990s study there was no difference between the attitudes toward Christianity
for girls attending either type school. However, by the late 1990s a shift had occurred
and the attitudes of the girls attending Protestant schools were more favorable than the
attitudes of the girls attending Catholic schools. Francis, et al. (2007) were not able to
provide an explanation for the possible cause of these shifts in attitudes between girls
attending Catholic and Protestant schools.
Studying metacognitive beliefs about religious education of fifth and sixth grade
students in The Netherlands, van der Zee, Hermans, and Aarnouste (2006) found, “In
general, students appear ambivalent about their intrinsic motivation to learn from
(understand) religious education” (p. 280). At the same time, the students in this same
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study who registered belief in God also valued the instruction received in religious
education class. Finally, the researchers indicated that what children and young people
believe about religious education is an area for continued and more in-depth study (van
der Zee, et al., 2006).
Expectations of Catholic Schools
Catholic schools strongly emphasize the total formation of the human person,
including the physical, emotional, intellectual, spiritual, and moral dimensions.
Academic excellence is important, but helping each student reach his or her maximum
potential and full maturity as a person is paramount. Like all teachers, Catholic school
teachers want their students to be intellectual, creative, motivated, and disciplined. They
want the young people in their classrooms to be wholly integrated persons. Interpersonal
relationships and community are also special hallmarks of Catholic education. The
Catholic School (1977) states,
A school is not only a place where one is given a choice of intellectual values, but
a place where one has presented an array of values which are actively lived. The
school must be a community whose values are communicated through the
interpersonal and sincere relationships of its members and through both individual
and corporative adherence to the outlook on life that permeates the school. (§32)
The personal interactions between students and teachers provide the foundation for safe
and secure learning environments where students are free to recognize their weaknesses
without being limited by them. Students‟ basic needs are met as they recognize that they
are known and loved. Teachers provide opportunities for students to develop habits of
mind and heart (Vatican Council II, 1965; Congregation for Catholic Education, 1977;
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1982). Continuing to affirm this, the Congregation for Catholic Education (1997) wrote,
“In the Catholic school‟s educational project there is no separation between time for
learning and time for formation” (§14). The integration of learning and living create a
forum for the true formation of the human person.
Catholic school teachers, who embrace their mission of forming the whole child,
seek to provide a secure learning environment where honest and beneficial habits of mind
can develop. These habits of mind might include, but not be limited to those enumerated
by Costa and Kallick (2009) such as: “persisting, questioning and posing problems,
thinking and communicating with clarity and precision, striving for accuracy, listening
with understanding and empathy, remaining open to continuous learning” (p. x). As
stated in The Religious Dimension of Education in a Catholic School (1988):
They [teachers] take advantage of every opportunity to encourage and strengthen
them [students] in those areas which will help to achieve the goals of the
educational process. Their words, their witness, their encouragement and help,
their advice and friendly correction are all important in achieving these goals,
which must always be understood to include academic achievement, moral
behavior, and a religious dimension. (§110)
Both the school as an institution and individual teachers give witness to the integration of
learning, believing, and living. It is in this context and through this witness that students
in Catholic schools grow in understanding of the lived dynamic between faith and
culture.
The National Standards and Benchmarks for Effective Catholic Elementary and
Secondary Schools offer a means for Catholic schools to measure program effectiveness.
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Building on earlier discussion of the Standards, selected benchmarks within Standard 2
and Standard 7 will be discussed here.
Standard 2 outlines the relationship between religion and academics, highlighting
the combined focus on faith, life, and culture throughout the curriculum. Standard 2 and
applicable benchmarks follow:
Standard 2 An excellent Catholic school adhering to mission provides a rigorous
academic program for religious studies and catechesis in the Catholic faith, set
within a total academic curriculum that integrates faith, culture and life.
2.1 This benchmark is not pertinent to the study.
2.2 Religion classes are an integral part of the academic program in the
assignment of teachers, amount of class time and the selection of texts and other
curricular materials.
2.3 This benchmark is not pertinent to the study.
2.4 The school‟s Catholic identity requires excellence in academic and intellectual
formation in all subjects including religious education.
2.5 Faculty use the lenses of Scripture and Catholic intellectual tradition in all
subjects to help students think critically and ethically about the world around
them. (Ozar & Weitzel-O'Neil, 2012)
The end goal is for faith and religious values to grow with the students even as they gain
knowledge and skills through academic instruction. When Catholic school teachers or
entire school communities fail to integrate faith, culture, and life in a rigorous, systematic
way the risk becomes having Catholic adults whose faith never develops beyond second
grade.
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Standard 7 speaks specifically to curriculum and instruction. Several of the 10
benchmarks for Standard 7 include competencies that may be more readily attained
through implementation of instructional practices that enhance students‟ understanding of
religious and intellectual values. Standard 7 and applicable benchmarks follow:
Standard 7 An excellent Catholic school has a clearly articulated, rigorous
curriculum aligned with relevant standards, 21st century skills, and Gospel values,
implemented through effective instruction.
7.1 The curriculum adheres to appropriate, delineated standards, and is vertically
aligned to ensure that every student successfully completes a rigorous and
coherent sequence of academic courses based on the standards and rooted in
Catholic values.
7.2 Standards are adopted across the curriculum, and include integration of the
religious, spiritual, moral, and ethical dimensions of learning in all subjects.
7.3 Curriculum and instruction for 21st century learning provide students with the
knowledge, understanding and skills to become creative, reflective, literate,
critical, and moral evaluators, problem solvers, decision makers, and socially
responsible global citizens.
7.4 This benchmark is not pertinent to the study.
7.5 Classroom instruction is designed to intentionally address the affective
dimensions of learning, such as intellectual and social dispositions, relationship
building, and habits of mind.
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7.6 Classroom instruction is designed to engage and motivate all students,
addressing the diverse needs and capabilities of each student, and accommodating
students with special needs as fully as possible. (Ozar & Weitzel-O'Neil, 2012)
Standard 7 continues to define the integration found in Standard 2 delineating that
teachers should seek for students to achieve at specified levels, possess applicable skills
and all should be undertaken within the context of Gospel teachings. The benchmarks
provide for students‟ growth as they progress through the grades, ensuring they will be
challenged to achieve at new levels. Ultimately, the benchmarks remind the teachers that
their work is for beyond the here and now as they prepare students to take their place as
active members of society, contributing in every area. To do so, students must develop
their identity not with two separate ends, but one, wholly integrated identity. For
example, the adult Catholic school student is not a business executive who happens to be
Catholic, but a Catholic business executive. This integration of faith, culture, and life
should impact every decision, work effort, interaction, and relationship.
Recognizing the importance of student development in both the cognitive and
affective domains, the benchmarks delineate expectations for teaching and learning that
include reflective thinking, problem solving, responsibility, and motivation (Ozar &
Weitzel-O'Neil, 2012). Implementing practices to help students develop positive
attitudes toward reading a variety of religious texts will be an avenue for Catholic schools
to achieve these benchmarks and thereby achieve the mission of the schools and the
Church for the benefit of the students.
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What helped to shape the little girl’s attitudes toward reading? Did her attitudes
toward reading change as she grew older? What where her religious values in relation
to her attitudes toward reading, particularly reading religious content?
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CHAPTER 2
Methodology
Research Design
To capture the responses of the fourth, fifth, and sixth grade students in one
school system, the survey method was employed and a questionnaire instrument
developed to collect appropriate data. This method was determined to be the most
effective for quickly gathering a large number of responses with respect to the several
constructs under investigation within the present study.
Participants
Fourth, fifth, and sixth grades students attending Catholic elementary schools in
one Catholic diocese located in the southeastern United States were invited to participate
in this study. The diocese includes 18 elementary schools with a total population of
4,397 students in the diocesan elementary schools. For the 2012-2013 academic year, the
geographic locations for the 18 Catholic elementary schools in the diocese were as
follows: 5 urban, 1 inner city, 7 suburban, and 5 rural. The ethnic group data for all 18
schools combined are: Black 4.03%, Multi-Racial 3.82%, Asian 3.75%, and White
82.26% with the remaining percentages reported at 5.73% Unknown and falling below
1% each for American Indian/Native Alaskan and Native Hawaiian/Pacific Islander.
Hispanic is no longer tabulated as a separate ethnic group. There were 163 students who
the schools identified as Hispanic/Latino, but for ethnicity purposes, those 163 students
are found within the seven ethnic groups listed above. The above information was
collected from the Diocesan Catholic Schools Office as reported by the schools to the
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National Catholic Educational Association. Information regarding the students‟ socioeconomic status was not available.
For the 2012-2013 academic year, the enrollment for the 18 elementary schools in
this diocese included 463 fourth-grade students, 449 fifth-grade students, and 487 sixthgrade students, for a total of 1,399 students who potentially could have participated in the
study. The gender distributions for each of the grades included 244 females and 219
males in fourth grade, 215 females and 234 males in fifth grade, and 254 females and 233
males in sixth grade for a total of 713 females and 686 males.
With their parents‟ signed informed consent, 174 fourth graders, 146 fifth graders,
and 116 sixth graders agreed to participate in the study by signing a letter of assent. A
total of 436 students participated in the study, including 241 females and 195 males.
Instrument
The study design was a 26-item questionnaire based on two different existing
instruments as well as additional questions formulated especially for this study. The
McKenna and Kear (1990) Elementary Reading Attitude Survey (ERAS) was used to
determine student responses to attitude toward recreational and academic reading. A
slightly modified version of the Francis Short Scale of Attitudes toward Christianity
(Maltby & Lewis, 1997) was used to determine religious values held by the students.
The Francis Scale included five positively-worded statements and two negativelyworded statements. Unwilling to risk confusing the subjects and considering the maturity
of the subjects, the two negatively-worded statements were replaced with two positivelyworded statements. The two positively-worded statements related to the other items, but
provided new information on religious values not included in the original scale. The five
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remaining items constructed for this study were used to determine students‟ attitudes
toward reading religious texts and content. The survey instrument is presented in
Appendix A and a matrix of the questions from the inventory and the related research
questions may be found at Appendix B.
Cronbach‟s Coefficient Alpha statistic was the index used to determine internal
consistency reliability among the items constituting each scale. Adequate reliability
levels have been previously established for the scales making up the ERAS (Kazelskis et
al., Fall 2004 & Spring 2005) as well as for the original Francis Short Scale of Attitude
towards Christianity (Campo-Arias, Oviedo, & Cogollo, 2009). Reliabilities for the two
scales designed especially for the present study were α = 0.86 for the “Religious Content
Reading Scale” and α = 0.87 for the “modified Francis Short Scale of Attitude towards
Christianity Scale.”
The electronic questionnaire format design included clusters of questions with a
rating scale above each group of items. The rating guide included pictures, numbers, and
statements. Numerically, the scale ranged from a value of 1 to a value of 4, with 1
meaning “Don‟t like it”, 2 meaning “Sort of like it”, 3 meaning “Like it”, and 4 meaning
“Like it a lot” for the Elementary Reading Attitude Survey (McKenna & Kear, 1990)
scales as well as for the Attitude toward Religious Content Reading scale constructed for
this study. For the Francis Short Scale of Attitude towards Christianity (Maltby &
Lewis, 1997), the scale again ranged between 1 and 4 but values were in this instance
linked to levels of agreement rather than agreeability, with 1 being “Strongly Disagree”,
2 being “Disagree”, 3 being “Agree”, and 4 being “Strongly Agree.” Concluding the
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questionnaire were a set of demographic items pertinent to students‟ gender, grade level,
and school name.
Procedures
The Superintendent of Schools granted permission for the researcher to contact
the principals in each of the 18 schools regarding participation in the study. School
principals were contacted and they in turn consulted with the teachers in their schools
regarding the decision to participate.
Each school principal who agreed for their school to participate was sent a link to
the electronic survey. The principals distributed the link to appropriate personnel within
their buildings. The date and details for administering the questionnaire was left to the
discretion of each school within the designated three week time frame.
For those students not participating in the study, the individual teachers selected
activities for the students to do while the other students completed the survey. The
activities were chosen so as not to put these students at a disadvantage or be considered a
punishment for not participating. In like manner, the activities chosen were not such as
to cause those participating in the study to feel at a disadvantage with regard to school or
home work obligations.
The students were asked to indicate their response for each statement by clicking
on the circle by the appropriate number on the screen. The students were reminded that
for this study the interest was in how they truly felt about the questions and not in how
they thought their teachers, parents, friends, or others would like them to respond. After
registering responses for each group of items, the students clicked the “next” button to
proceed to the next page. Two practice statements were used with the students so they
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could be at ease with how the computer program would operate as they progressed
through the questions. The sample questions were “How do you feel about eating ice
cream?” and “How do you feel about doing homework?” so students could practice the
process of responding using the scale and the electronic survey. Students were reminded
that they could remove themselves from the study at any time before or during the
completion of the questionnaire and until they clicked the “finished with survey” button.
After responding to the items, students were asked to indicate their gender, grade
level, and select the name of their school from a drop down menu including all the
elementary schools in the Diocese. After the last question on the electronic version, the
“next” button appeared. When the student clicked the “next” button after the last
question, the new screen revealed a message thanking the student for participating in the
survey. A final “finished with the survey” button was under the message thanking them
for participating and the students clicked this if they wanted to submit their responses for
the study. The electronic responses were recorded immediately after the students exited
the survey and the researcher had immediate access to the data.
Data Analysis
As previously stated, the research design was a survey method, with hierarchical
(block entry) multiple regression analysis employed as the procedure of choice for
resolving the three research questions below.
The first research question was: For fourth, fifth, and sixth grade Catholic school
students, what is the extent of relationship between students‟ attitudes towards reading
religious content and their religious values and is that relationship mediated by students‟
grade level and gender?
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To determine the extent of the relationship between students' attitudes towards
reading of religious content and their religious values, hierarchical multiple regression
analysis was used. For this analysis, the dependent variable was religious content reading
and the independent variables were religious values, gender, grade level and the
interaction between religious values and gender and the interaction between religious
values and grade level, and the interaction of religious values and gender and grade level.
In these analyses, the interest was in the effects of religious values on attitudes toward
religious content reading and how gender and grade moderate that relationship.
The second research questions was: For fourth, fifth, and sixth grade Catholic
school students, what is the extent of relationship between students‟ attitudes toward
academic reading and their religious values, their attitudes toward reading religious
content, and the interaction of religious values and attitudes toward reading religious
content, controlling for students‟ grade level and gender?
Multiple regression analysis was applied to investigate the extent of relationship
between students‟ attitudes toward academic reading and their religious values and their
attitudes toward reading religious content. For this analysis, the dependent variable was
students‟ attitudes toward academic content reading and the independent variables were
students‟ attitudes toward reading religious content, their religious values, and the
interaction of students‟ attitudes toward reading religious content and their religious
values after controlling for student grade level and gender. In these analyses, the interest
was on the effects of religious values and students‟ attitudes toward reading religious
content on their attitudes toward academic reading in the presence of grade level and
gender.
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The third research question was: For fourth, fifth, and sixth grade Catholic school
students, what is the extent of relationship between students‟ attitudes toward recreational
reading and their religious values, their attitudes toward reading religious content, and the
interaction of religious values and attitudes toward reading religious content, controlling
for students‟ grade level and gender?
Multiple regression analysis was applied to investigate the extent of relationship
between students‟ attitudes toward recreational reading and their religious values and
their attitudes toward reading religious content. For this analysis, the dependent variable
was students‟ attitudes toward recreational content reading and the independent variables
were students‟ attitudes toward reading religious content, their religious values, and the
interaction of students‟ attitudes toward reading religious content and their religious
values after controlling for student grade level and gender. In these analyses, the interest
was on the effects of religious values and students‟ attitudes toward reading religious
content on their attitudes toward recreational reading in the presence of grade level and
gender.
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CHAPTER 3
Results
Descriptive Statistics
Descriptive statistics for the four scales are presented in Table 1. Overall
responses tended to be favorable. With regard to attitudes toward reading, students on
the whole seem to prefer Religious Content Reading (M = 3.11, SD = 0.66) to
Recreational Reading (M = 2.67, SD = 0.69) and to Academic Reading (M = 2.51, SD =
0.60). With grade level taken into account, the highest mean observed was for fourth
grade Religious Values (M = 3.75 SD = 0.32), while the lowest mean observed was for
sixth grade Academic Reading (M = 2.20, SD = 0.55) For each subgroup of students,
whether by gender or by grade level, Religious Content Reading would seem to be
preferred to Recreational Reading and Recreational Reading is preferred to Academic
Reading.
While a complete review of responses for each survey item is not intended here,
items of note from the three reading scales include students‟ responses regarding their
attitudes toward each type of reading. For specific questions regarding students‟ attitudes
toward reading, the responses of “sort of like it” and “don‟t like it” combined were
recorded at the following rates: reading instead of playing, 81.8%; reading workbook
pages and worksheets, 80.5%; reading school books, 67.5%; and reading religion
textbook, 44.4%. The highest overall responses, for the indicators “like it” and “like it a
lot” combined, were 86% for students‟ attitudes toward reading about the life of Jesus
and His apostles and 83.7% for reading about the lives of the saints.
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With regard to items measuring religious values, the level of positive responses
was extremely high, with the percentages of “agree” and “strongly agree” responses
exceeding 98% for 4 of the 7 items. Conversely, less than 10% of students can be seen to
have responded negatively to the statements “What I learn in religion classes is important
to me” and “Going to church makes me feel close to God,” at 7.8% and 6%, respectively,
after combining “disagree” and “strongly disagree” responses. Additional descriptive
statistics, including summary responses for the survey items by gender and by grade
level, are included in Appendices C, D, E, F, and G.

Table 1
Scale Means and Standard Deviations for All Students Combined and by Gender and
Grade Level Subgroup

Group

Recreational
Reading

Academic
Reading

Religious
Content
Reading

Religious
Values

M

SD

M

SD

M

SD

M

SD

N

All

436 2.67

0.69

2.51

0.60

3.11

0.66

3.68

0.39

Boys

195 2.57

0.66

2.45

0.62

3.13

0.66

3.65

0.41

Girls

241 2.75

0.71

2.55

0.58

3.10

0.67

3.70

0.38

Grade 4

174 2.86

0.64

2.68

0.58

3.34

0.57

3.75

0.32

Grade 5

146 2.66

0.64

2.54

0.56

3.01

0.66

3.68

0.40

Grade 6

116 2.39

0.73

2.20

0.55

2.90

0.70

3.57

0.46
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Multiple Linear Regression
With respect to responses from all fourth, fifth, and sixth grade students combined
(N = 436), hierarchical or “block entry” multiple regressions were conducted to
determine the extent of the relationships among variables under review in each question.
Preliminary to conducting the regressions, zero-order correlations were computed with
respect to all possible pairings of the variables employed in this study. As suggested by
prevalence of the asterisked values in Table 2 below, most of these correlations were
statistically significant, with especially strong relationships observed between
Recreational Reading and Academic Reading (r = .549), Academic Reading and
Religious Content Reading (r = .498) and Religious Content Reading and Religious
Values (r = .563).
Research Question 1
Investigated in the first question was the extent of relationship between students‟
attitudes towards reading religious content and their religious values, and the extent to
which that relationship is mediated by students‟ grade level and gender.
For the dependent variable Religious Content Reading, two student demographic
variables were entered in the first block—Grade and Gender—with only Grade being
statistically significantly related to attitudes toward Reading Religious Content (β =
-0.28, t = -5.99, p < .001). In the second block, Religious Values was added and also
found to be statistically significant (β = 0.53, t = 13.49, p < .001). Over and above the
approximate 8% of variance in attitudes toward Reading Religious Content explained by
Grade, the addition of Religious Values in the second block led to a statistically
significant increase in the proportion of variance explained by roughly 27%, bringing the
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total to 35% (see Table 3). However, the addition of two-way interaction terms in block
3 and a three-way interaction term in block 4 resulted in no significant difference in the
proportion of variance explained over and above the results seen for block two.

Table 2
Matrix of Correlations among Dependent and Independent Variables Employed in the
Present Study

Variable

1. Recreational Reading
2. Academic Reading

1

2

0.87 .549**
0.76

3. Religious Content Reading
4. Religious Values
5. Gender

3

4

5

.344**

.208**

.126**

-.276**

.498**

.366**

.084

-.318**

0.86

.563**

-.019

-.276**

0.87

.056

-.186**

--

6. Grade

6

-.005
--

**p < .01 (two-tailed)
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Table 3
Hierarchical Multiple Regression Summary for Grade, Gender, and Religious Values on
Religious Content Reading
Source

B

β

S.E.B.

t

p=

Block 1: Demographics
Model Fit: F(2, 433) = 18.01, R2 = .08,
F Change (2, 433) = 18.01, p < .001
Grade
Gender

-0.23
-0.03

0.04
0.06

-0.28
-0.02

-5.99
-0.44

0.000
0.660

Block 2: Demographics + Religious Values
Model Fit: F(3, 432) = 77.70, p < .001, R2 = .35,
F Change (1, 432) = 182.03, p < .001
Grade
Gender
Religious Values

-0.15
-0.07
0.90

0.03
0.05
0.07

-0.18
-0.05
0.53

-4.50
-1.28
13.49

0.000
0.203
0.000

Block 3: Demographics + Religious Values + 2 X Interactions
Model Fit: F(5, 430) = 46.63, p < .001, R2 = .35,
F Change (2, 430) = .381, p = .697
Grade
Gender
Religious Values
R Val X Gen
R Val X Grd

-0.15
-0.07
0.83
-0.02
0.07

0.03
0.05
0.13
0.13
0.08

-0.18
-0.05
0.49
-0.01
0.06

-4.48
-1.30
6.43
-0.12
0.84

0.000
0.195
0.000
0.906
0.399

Block 4: Demographics + Religious Values + 2 X and 3 X Interactions
Model Fit: F(6, 429) = 39.29, p < .001, R2 = .36,
F Change (1, 429) = 2.03, p = .155
Grade
Gender
Religious Values
R Val X Gen
R Val X Grd
R Val X Grd X Gen

-0.15
-0.05
0.96
-0.27
-0.05
0.24

0.03
0.05
0.16
0.22
0.12
0.17

-0.18
-0.04
0.57
-0.12
-0.04
0.14
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-4.59
-1.00
6.11
-1.22
-0.43
1.42

0.000
0.316
0.000
0.222
0.667
0.155

Research Question 2
Investigated in the second question was the extent of relationship between
students‟ attitudes toward academic reading and their religious values, the extent of
relationship between students‟ attitudes toward academic reading and their attitudes
toward reading religious content, and the interaction of religious values and attitudes
toward reading religious content, controlling for students‟ grade level and gender.
For the dependent variable Academic Content Reading, two student demographic
variables were entered in the first block—Grade and Gender—with only Grade being
statistically significantly related to attitudes toward Academic Content Reading (β =
-0.32, t = -7.01, p < .001).
With the addition of Religious Values and Religious Content Reading in block 2,
all four independent variables were found to be statistically significant with Religious
Content Reading being the greatest predictor of Academic Content Reading (β = 0.39, t =
7.73, p < .001) followed by Grade (β = -0.19, t = -4.55, p < .001), Religious Values (β =
0.11, t = 2.20, p < .05) and Gender (β = 0.08, t = 2.08, p < .05). Over and above the
approximate 11% of variance in attitudes toward Academic Content Reading explained
by Grade, the addition of Religious Values and Religious Content Reading in the second
block led to a statistically significant increase in the proportion of variance explained by
roughly 19%, bringing the total to 30% (see Table 4).
Including a two-way interaction in block 3, the independent variables Grade,
Gender, Religious Values, and Religious Content Reading remained statistically
significant. However, no significant relationship was found in the interaction between
Religious Values and Religious Content Reading.
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Table 4
Hierarchical Multiple Regression Summary for Grade, Gender, Religious Values, and
Religious Content Reading on Academic Reading
Source

B

S.E.B.

β

t

p=

Block 1: Demographics
Model Fit: F(2, 433) = 26.25, p <.001, R2 = .11
F Change F(2, 433) = 26.25, p <.001
Grade
Gender

-0.24
0.10

0.03
0.05

-0.32
0.08

-7.01
1.81

0.000
0.070

Block 2: Demographics + Religious Values + Religious Content
Reading
Model Fit: F(4, 431) = 46.17, p <.001, R2 = .30
F Change (2, 431) = 59.05, p < .001
Grade
Gender
Religious Values
Religious Content
Reading

-0.14
0.10
0.16

0.03
0.05
0.07

-0.19
0.08
0.11

-4.55
2.08
2.20

0.000
0.038
0.028

0.35

0.04

0.39

7.73

0.000

Block 3: Demographics + Religious Values + Religious Content
Reading + 2 X Interactions
Model Fit: F( 5, 430) = 36.92, p < .001, R2 = .30
F Change(1, 430) = .234, p = .629
Grade
Gender
Religious Values
Religious Content
Reading
Religious Values X
Religious Content
Reading

-0.14
0.10
0.19

0.03
0.05
0.09

-0.19
0.08
0.12

-4.57
2.09
2.09

0.000
0.037
0.037

0.35

0.04

0.39

7.69

0.000

0.04

0.09

0.03

0.48

0.629
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Research Question 3
Investigated in question 3 was the extent of relationship between students‟
attitudes toward recreational reading and their religious values, the extent of relationship
between students‟ attitudes toward recreational reading and their attitudes toward reading
religious content, and the interaction of religious values and attitudes toward reading
religious content, controlling for students‟ grade level and gender.
For the dependent variable Recreational Reading, two student demographic
variables were entered in the first block—Grade and Gender—with both Grade (β =
-0.28, t = -6.01, p < .001) and Gender (β = 0.12, t = 2.73, p < .05) being statistically
significantly related to attitudes toward Recreational Reading.
After adding Religious Values and Religious Content Reading in block 2 to the
demographic variables in block 1, Grade, Gender and Religious Content Reading were
found to be statistically significant with Religious Content Reading being the greatest
predictor of Recreational Reading (β = 0.29, t = 5.39, p < .001), followed by Grade (β =
-0.19, t = -4.25, p < .001), and Gender (β = 0.13, t = 2.97, p < .05). Religious Values, on
the other hand, was not found to be a significant predictor of Recreational Reading.
Approximately 9% of the variance in attitudes toward Recreational Reading was
explained by Grade and Gender in block 1 and the addition of statistically significant
Religious Content Reading in block 2 only increased the proportion of variance explained
by an additional 8%, bringing the total to only 17% (see Table 5).
With the addition of a two-way interaction in block 3, the independent variables
Grade, Gender, and Religious Content Reading remained statistically significant.
However, neither Religious Values nor the interaction between Religious Values and
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Religious Content Reading proved to be statistically significant predictors of Recreational
Reading.

Table 5
Hierarchical Multiple Regression Summary for Grade, Gender, Religious Values, and
Religious Content Reading on Recreational Reading
Source

B

β

S.E.B.

t

p=

Block 1: Demographics
Model Fit: F(2, 433) = 21.86, p <.001, R2 = .09
F Change F(2, 433) = 21.86, p <.001
Grade
Gender

-0.24
0.17

0.04
0.06

-0.28
0.12

-6.01
2.73

0.000
0.007

Block 2: Demographics + Religious Values + Religious Content Reading
Model Fit: F(4, 431) = 22.22, p < .001, R2 = .17
F Change (2, 431) = 20.60, p < .001
Grade
Gender
Religious Values
Religious Content
Reading

-0.17
0.18
0.00

0.04
0.06
0.09

-0.19
0.13
0.00

-4.25
2.97
-0.01

0.000
0.003
0.993

0.30

0.06

0.29

5.39

0.000

Block 3: Demographics + Religious Values + Religious Content Reading + 2
X Interactions
Model Fit: F( 5, 430) = 17.76, p < .001, R2 = .17
F Change(1, 430) = .092, p = .762
Grade
Gender
Religious Values
Religious Content
Reading
Religious Values X
Religious Content
Reading

-0.17
0.18
-0.02

0.04
0.06
0.11

-0.19
0.13
-0.01

-4.23
2.97
-0.18

0.000
0.003
0.858

0.31

0.06

0.29

5.39

0.000

-0.03

0.12

-0.02

-0.30

0.762
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CHAPTER 4
Discussion
Foundational to this study is the role values play in Mathewson‟s (2004) model of
attitude influence upon reading. The model includes what Mathewson terms
“cornerstone concepts” and the role these elements play in influencing attitudes toward
reading. Along with goals and self-concepts, values are an important and complex
component of cornerstone concepts. In his discussion of the model of attitude influence,
he suggested that further study be conducted on “the relationships of religious values to
reading religious content” (Mathewson, 2004, p. 1447). The questions in this study seek
to discover more about the relationship between values and reading with a special focus
on religious values and attitudes toward reading religious content as well as attitudes
toward academic reading and recreational reading.
Religious Values and Reading Religious Content
The first research question was: For fourth, fifth, and sixth grade Catholic school
students, what is the extent of relationship between students‟ attitudes towards reading
religious content and their religious values and is that relationship mediated by students‟
grade level and gender?
In the presence of the other variables, there is a significant, positive relationship
between students‟ religious values and students‟ attitudes toward reading religious
content. Positive holding of religious values revealed more positive attitudes toward
reading religious content. The positive relationship between students‟ religious values
and their attitudes toward reading religious content may not be unexpected; however,
reflecting on the findings outlined in the review of literature that indicate a general lack
of interest in reading as well as the trends with regard to religion, the overall high levels
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of responses indicating positive attitudes toward reading religious content is somewhat
surprising. For each of the groups, males, females, fourth, fifth, and sixth graders,
inspection of the means suggests that attitudes toward reading religious content are more
positive than attitudes toward recreational or academic reading. From every angle, it
appears that attitudes toward reading religious content are more positive than any other
type of reading. This was an unanticipated outcome.
This relationship is different at different grade levels. Religious values of fourth
grade students have a greater impact on their attitudes toward reading religious content
than those of fifth or sixth graders. Religious values of fifth grade students are a stronger
influence on attitudes toward reading religious content than those of sixth grade students.
These findings were anticipated as they are not different from other studies of students‟
reading attitudes in relation to the impact that age has upon reading attitudes. Again,
considering the means, it appears that younger students consistently have more positive
attitudes toward reading than older students.
When considering religious values and attitudes toward reading religious content,
no significant relationship was found between gender and attitudes toward reading
religious content. Younger students have more positive attitudes toward reading religious
content than do older students, but boys and girls do not differ in their attitudes toward
reading religious content. While this outcome was unexpected given that data from other
studies show that girls consistently have more positive attitude toward religious values
and reading than do boys, it is a finding that gives hope to teachers, especially teachers in
Catholic schools. The fourth, fifth and sixth grade male and female students in this study
do not differ in their attitudes toward reading religious content. While it is difficult to
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conjecture why the data revealed this reality, a possible explanation would be that, in the
area of religious content reading, both girls and boys are interested in reading or learning
the material because they want to learn and not because they have to learn. In other
words, the desire to know exists to such a degree that boys and girls alike are interested in
reading this particular material. Mathewson‟s (2004) conjecture that values impact
attitudes toward reading resonates here.
No significant relationship was indicated in the following independent variables:
interaction between religious values and gender; interaction between religious values and
grade level; and the interaction of religious values and gender and grade level. The
relationship between students‟ religious values and their attitudes toward reading
religious content is a straightforward relationship, mediated only by grade level and that
to a small degree. This clear-cut relationship provides insight into the extent of influence
found in Mathewson‟s (2004) cornerstone concepts. Again, these findings give hope to
Catholic school teachers who seek to provide their students with rigorous academic
learning combined with a true love for Catholic values (Ozar & Weitzel-O‟Neill, 2012).
Religious Values, Reading Religious Content, and Academic Reading
The second research question was: For fourth, fifth, and sixth grade Catholic
school students, what is the extent of relationship between students‟ attitudes toward
academic reading and their religious values, their attitudes toward reading religious
content, and the interaction of religious values and attitudes toward reading religious
content, controlling for students‟ grade level and gender?
Influences on attitudes toward academic reading differed slightly from what was
found when considering attitudes toward reading religious content. Applying multiple
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regression analysis to predict attitudes toward academic reading reveals, after controlling
for the other variables, each of the four independent variables—religious values, attitudes
toward reading religious content, gender, and grade—are separately and significantly
related to students‟ attitudes toward reading academic content. However, when
considered together, the interaction of religious values and attitudes toward reading
religious content is not a significant predictor of students‟ attitudes toward academic
reading.
In the presence of the other variables, religious values and attitudes toward
reading religious content are each found to be significantly and positively related to
academic reading. Students who indicate stronger religious values are more positively
disposed to academic reading than those students expressing less identification with
religious values. Students with more positive attitudes toward reading religious content
also have more positive attitudes toward academic reading. Attitudes toward reading
religious content (β = 0.39) are a stronger predictor of attitudes toward academic reading
than are religious values (β = 0.11). Not surprisingly, considering the findings in other
studies as seen in the review of literature, girls have better attitudes toward academic
reading than do boys and students in lower grades have better attitudes about academic
reading than students in higher grades.
Religious Values, Reading Religious Content, and Recreational Reading
The third research question was: For fourth, fifth, and sixth grade Catholic school
students, what is the extent of relationship between students‟ attitudes toward recreational
reading and their religious values, their attitudes toward reading religious content, and the

65

interaction of religious values and attitudes toward reading religious content, controlling
for students‟ grade level and gender?
After controlling for other variables, there is a significant, positive relationship
between attitudes toward reading religious content and attitudes toward recreational
reading. Students more positively disposed to reading religious content also have more
positive attitudes toward recreational reading. In addition, in the presence of the other
variables, the independent variables of grade and gender are significantly related to
attitudes toward recreational reading. However, attitudes toward reading religious
content (β = 0.29, t = 5.39, p < .001) is a stronger predictor of attitudes toward
recreational reading than are grade (β = -0.19, t = -4.25, p < .001) or gender (β = 0.13, t =
2.97, p < .05).
As with attitudes toward academic reading and reading religious content, younger
grades have better attitudes toward recreational reading than do older grades. In addition,
girls have more positive attitudes toward recreational reading than do boys.
In the presence of the other variables, the independent variable, religious values,
was not found to be significant. When considered together, the interaction between
attitudes toward academic content reading and religious values was not significant.
Religious values have no significant impact on attitudes toward recreational reading. It
may be the case that students equate religion with academic endeavors rather than
recreational pursuits; therefore they view the religious part of life separate and apart from
the recreational or less structured aspects of life. Catholic school children may see
religion in the same category as school in so far as it is something that must be
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undertaken while what they do for fun in the evenings or week-ends is something they
freely choose to do or not to do.
Summary
In this study of fourth, fifth, and sixth grade students in Catholic schools, religious
values were found to be predictors of attitudes toward reading religious content as well as
predictors of attitudes toward academic reading, but religious values were not predictors
of attitudes toward recreational reading. Findings suggest that religious values impact
attitudes toward reading religious content and attitudes toward academic reading and this
relationship is different at different grade levels. However, this relationship is not
significantly different between boys and girls.
Conclusions and Implications
The results noted above resonate with Mathewson‟s model of attitude influence
upon reading and the role values play in attitudes toward reading. Also, the study
responds to his suggestion that further research be conducted on the influence of religious
values on reading religious content (Mathewson, 2004).
In light of the findings of this study, two areas of focus emerge: general
considerations for all educators regarding students‟ attitudes toward reading and practical
applications for educators in Catholic schools. The review of literature highlighted both
areas by outlining research findings with regard to students‟ attitudes toward reading in
general with consideration given to academic and recreational reading as well as
differences by age and gender and by describing the educational philosophy of Catholic
schools and the integration of faith formation and educational pursuits. Mathewson‟s
statement, “Helping students think reflectively about the interrelationships among their
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values, attitudes, and intentions may help them to strengthen their clarity of purpose in
reading” (Mathewson, 2004, p. 1447) gives further impetus to the research findings as
insights into guiding students to form more positive attitudes toward reading.
Implications for All Teachers
This study affirms the pattern seen in the review of literature. Girls and younger
students are more positively disposed to reading than boys and older students. This
reiteration of the same reality from a new group of students from the United States is in
itself helpful when thinking about influencing students‟ reading behaviors. However,
stopping there would be to overlook information that could inform instructional practice
in all schools. As seen above, the emphasis Mathewson places on values and their
influence on reading attitudes should not be ignored. In this study, religious values were
shown to be significantly related to religious and academic content reading. Teachers
should seek to understand students‟ values and how those are related to reading. Helping
students see the relationships between what they value, why they are reading, and the
impact this might have on their learning, is not only important for teachers to try to
accomplish, but teachers should see that it is possible to attain this goal.
Reviewing students‟ actual responses on some of the items may also prove helpful
to teachers. On 8 of the 9 items measuring attitudes toward recreational reading, these
students indicated over 50% in the “like it” and “like it a lot” levels. The responses were
over 70% at this level for attitudes toward “reading a book in school during free time”
and “going to a bookstore,” and for “getting a book for a present” and “reading for fun at
home” the measures were 58.4% and 57.6% respectively. However, for “reading instead
of playing” students‟ preference registered an overwhelming 81.8% for the “sort of like
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it” and “don‟t like it” choices. These students maintain some positive attitudes toward
recreational reading even though it declines with each grade level.
Additional information for teachers is students‟ responses to items regarding
attitudes toward academic reading. Measuring attitudes toward “reading workbook pages
and worksheets” the students indicated 80.5% for the “sort of like it” and “don‟t like it”
responses while 67.5% responded at this level with regard to “reading your school
books”. However, it is important to note that 68.4% are positively disposed to “reading
in school” and 63.2% like “learning from a book”. These students seem to like learning
and are positively disposed to reading, depending on the where and how of the request to
read. If students like reading in school and learning from a book that is not their school
book, teachers may advance the cause of knowledge by having students learn from texts
that appear to be other than strictly academic.
Implications for Catholic School Teachers
The overall findings that religious values impact religious and academic content
reading, but not recreational reading and that this influence is mediated by gender and
sometimes by grade are important to the questions in this study. Catholic school teachers
would benefit from recognizing the possible relationship between students‟ religious
values and their attitudes toward reading religious content as they guide them to choose
to read. Understanding why students are choosing to read what they are reading would
be advantageous to teachers as well. When considering students‟ attitudes toward
reading religious content, this study belied the commonly held notion that girls are more
positively disposed than boys. Regardless of gender, religious values had a positive
influence on students‟ attitudes toward religious content reading. At the same time, when
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planning lessons, teachers should consider that younger students are more inclined to
reading religious content than are older students. Teachers of older students should
consciously work to foster a love of reading religious content by reading true stories
about real people to them using instructional practices that enable them to access more
challenging religious texts on their own.
In addition to the relationship between religious values and attitudes toward
reading, there are a few specific items, as can be seen in summary in Appendices C, D, E,
F, and G, wherein studying students‟ actual responses to the questionnaire may help to
inform practice for teachers in Catholic Schools. In this study, students‟ responses show
that they overwhelmingly prefer reading about Jesus, His apostles, and the lives of the
saints to reading their religion textbook or about people, things, or events in the Church.
Teachers might seek ways to impart the information found in the religion textbook
through the reading that is more readily preferred by the students. In any event, it might
be the case that students need to read the religion textbook for appropriate and adequate
instruction; however, it is to the teachers‟ advantage if they understand the expressed
disparity of students‟ preferences between reading about Jesus and the saints in relation
to reading their religion textbooks. For example, 57.7% of sixth grade students
responded in the area of “sort of like it” or “don‟t like it” when asked about reading their
religion textbook. Given the findings in this study, Catholic teachings reinforced with
real-life stories should have the greatest impact. This highlights what Pope Paul VI
(1975) wrote in Evangelization in the Modern World, “Modern man listens more willing
to witnesses than to teachers and if he does listen to teachers, it is because they are
witnesses” (§41). The students indicated that they prefer stories about Jesus, the Apostles
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and the saints. These stories are about individuals who witness to faith, make the Good
News accessible, and ultimately, give hope to those who read and come to know them.
In light of these findings, an interesting question is: what might this study find after three
years of teachers‟ intentional fostering of reading religious content texts?
Perhaps most importantly for the Catholic School teacher, the research findings
with regard to students‟ expressed religious values should be noted. While the overall
numbers are exceedingly positive with regard to religious values, the two lowest areas for
the total sample were “what I learn in religion class is important to me” at 7.8% and
“going to church helps me a lot” at 6% in the “disagree” and “strongly disagree” response
categories combined. These numbers continue to increase at each grade level with sixth
grade students registering 12.1% and 8.8% respectively for these same statements,
revealing that a greater number of sixth graders do not find religion class or going to
church helpful to them.
To meet the standards and benchmarks set forth for measuring effectiveness of
excellent Catholic schools, Catholic school teachers must provide a rigorous program of
studies in both religion and academic disciplines. Benchmark 2.4 states, “The school‟s
Catholic identity requires excellence in academic and intellectual formation in all
subjects including religious education” (Ozar & Weitzel-O‟Neill, 2012). At the same
time, religious studies are not a purely academic pursuit. To be truly effective, Catholic
School teachers must find ways to help students recognize that what they are learning in
school has significance for the whole of their lives. Benchmark 7.5 states: “Classroom
instruction is designed to intentionally address the affective dimensions of learning, such
as intellectual and social dispositions, relationship building, and habits of mind” (Ozar &
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Weitzel-O‟Neill, 2012). As noted in the introduction to this work, the Catholic
philosophy of education encompasses all aspects of the human person. Intellectual
pursuits and faith formation are inseparable. What is learned in school is a not only for
the mind, it is also a matter of the heart. That being said, the Catholic School teacher
should find it curious that no positive relationship was found between students‟ religious
values and their attitudes toward recreational reading. Students of faith should want to
pick up a story about a saint because the realities discovered therein might enrich their
own lives for the here and now and beyond. For them to do so would be the evidence
that an affirmative answer could be given to Sheed‟s (1953) article entitled Are We
Really Teaching Religion?
Reading Religious Content Scale
Finally, a contribution this study makes is the Reading Religious Content Scale.
The construction of the Reading Religious Content Scale provides a means of measuring
students‟ attitudes toward reading religious content for this study. The scale, having
internal consistency, guides the collection of important information. Future research
could employ the scale to study different dimensions of students‟ reading habits in the
area of attitudes toward reading religious content. Additional variables could include
teachers who read the Bible and the lives of the saints aloud to their students, as well as,
the impact hearing Scripture read aloud at Mass has on students‟ attitudes toward reading
religious content.
Further Study
Just as Mathewson (2004) suggests that the relationship between religious values
and reading religious content should be an area for study, the results of this study present
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possibilities for further studies in related areas. If religious values influence both
religious and academic reading attitudes in students, understanding the extent of this
impact would be advantageous for educators, as well as, other individuals interested in
the religious faith life of young people.
One extension of this study would be to examine the religious values and attitudes
toward reading religious content among middle and high school students. Given the
patterns discovered in the review of literature with regard to the overall reading habits of
young people, it may be the case that as students progress through the grades the
relationship between religious values and attitudes toward reading religious content and
attitudes toward academic reading may diminish to such a degree that no significant
relationship would be present.
Attitudes toward reading do not always transfer to actual reading. An area of
interest related to this study would be to determine the extent of relationship between
students‟ religious values and their actual practices with regard to religious content
reading. Students‟ responses may reveal that they are positively disposed to different
types of reading, but this does not mean they are, in fact, choosing to read.
It may seem self-evident that religious values would likely impact attitudes
toward reading religious content, but these findings present other questions. Why would
religious values be significantly related to academic reading, but not recreational reading?
Since religion is studied in school, the students‟ views regarding religion as an academic
pursuit might cause their perspective about reading religious content to be different from
those students who do not study religion in school. One question for further study might
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be: do students who do not attend Catholic or other faith-based schools view religious
content reading as academic reading or recreational reading?
This study was confined to specific questions about students‟ attitudes toward
reading and their religious values. Attitudes toward reading using specific types of media
and electronically delivered text were not differentiated in this study. Other than asking
about reading religion textbooks, the items used to determine students attitudes toward
reading religious content did not specify the type of text delivering the information being
read. For example, the item, “How do you feel when you read about the life of Jesus and
His apostles” does not define the venue for reading these texts, such as The Holy Bible,
religion textbooks, or children‟s story books. Given the wide-spread access to various
types of texts, students‟ religious values and their attitudes toward reading religious
content, using electronic media would be another informative topic for study.
Finally, a broader and deeper study including students in both public and faithbased schools of students‟ religious values and their attitudes toward reading religious
content, as well as actual practices with regard to reading religious content, would
provide educators in Catholic schools insights into the habits and choices of the students
in the schools where they teach. With this information, educators could adjust and adapt
lessons and reading experiences to respond to their students in positive and meaningful
ways, giving purpose to instruction.
Closing Reflections
Do the questions still linger? Why did the little girl desire so ardently to read?
Why that book? Why at that moment? Do true stories of real people answer the real
stories that are the lives of every individual?
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On a bookshelf in a bedroom long since deserted by the little girl, sits a worn,
well-loved book Almost 40 years have passed since its arrival in that home. Indeed, it
was not too difficult because it was inspiring. There were challenging passages, and
nights with the light on later than permitted, but the story was brilliantly told and
resonated within the thoughts and beliefs of the child and later the young woman. Now
and then the little girl thought perhaps she, too, could be just like the children in the
story. As time passed, she realized the story was not her story, but the people she met
and the truths she learned while reading the book would shape her story. Reading the
stories of those who have succeeded in the endeavor of starting at nothing and ending in
divine union provides hope for the present journey. This was not an academic pursuit,
but a matter of both the mind and the heart; a matter with meaning far beyond homework
assignments and classroom walls.
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Appendix A
Religious Values and Reading Attitudes Inventory

Religious Values and Reading Attitudes Inventory
Welcome Page
Welcome, Students!
This questionnaire is to help us know how you feel about reading for fun and for school
and how you feel about reading religious books or stories. There are a few questions
about how you feel about God, prayer, and church. Please choose the number that you
think best describes how you feel. There are no right or wrong answers.
Try the two examples on the next page.

Sample Questions Page
Here are two sample questions so you can practice using the electronic survey.
Use the pictures to help you remember which number goes with each statement about
how you feel.
Sample Questions
Using the numbers 1, 2, 3, or 4 as listed on the scale below, please answer each question.

1. Don’t like it.

2. Sort of like it.

3. Like it.

How do you feel . . .
1. . . . about eating ice cream?
2. . . . about doing homework?
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4. Like it a lot.

Introduction to Part I of the Questionnaire Page
Great!
Now go on to Part I of the questionnaire on the next page.
Part I: Recreational Reading
Using the numbers 1, 2, 3, or 4 as listed on the scale below, please answer the questions
on the screen. For example, if you “like it a lot” then your answer will be 4, if you “don‟t
like it” then your answer will be 1.

1. Don’t like it.

2. Sort of like it.

3. Like it.

Choose the face that best shows how you feel . . .
1.
2.
3.
4.
5.
6.
7.

. . . when you read a book in school during free time?
. . . about reading for fun at home?
. . . about getting a book for a present?
. . . about spending free time reading a book?
. . . about reading instead of playing?
. . . about going to a bookstore?
. . . about reading different kinds of books?

Great!
Now go on to Part II of the questionnaire on the next page.
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4. Like it a lot.

Part II: Academic Reading
Using the numbers 1, 2, 3, or 4 as listed on the scale below, please answer the questions
on the screen. For example, if you “like it a lot” then your answer will be 4, if you “don‟t
like it” then your answer will be 1.

1. Don’t like it.

2. Sort of like it.

3. Like it.

4. Like it a lot.

Choose the face that best shows how you feel . . .
8. . . . when a teacher asks you questions about what you read?
9. . . . about reading workbook pages and worksheets?
10. . . . about reading in school?
11. . . . about reading your school books?
12. . . . about learning from a book?
13. . . . about stories you read in reading class?
14. . . . when you read out loud in class?
McKenna, M. C., & Kear, D. J. (1990). Measuring attitude toward reading: A new tool
for teachers. The Reading Teacher , 43, 626-639.
Great!
Now go on to Part III of the questionnaire on the next page.
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Part III: Religious Content Reading
Using the numbers 1, 2, 3, or 4 as listed on the scale below, please answer the questions
on the screen. For example, if you “like it a lot” then your answer will be 4, if you “don‟t
like it” then your answer will be 1.

1. Don’t like it.

2. Sort of like it.

3. Like it.

4. Like it a lot.

Choose the face that best shows how you feel . . .
15. . . . when you read about people and events from the Old Testament?
16. . . . when you read about the life of Jesus and His apostles?
17. . . . when you read your religion textbook?
18. . . . when you read about the lives of the saints?
19. . . . when you read about people, things, and events in the Catholic Church?
Great!
Now go on to Part IV of the questionnaire on the next page.
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Part IV: Attitude towards Christianity
Using the numbers 1, 2, 3, or 4 as listed on the scale below, please answer the questions
on the screen. For example, if you “Strongly Agree” then your answer will be 4, if you
“Strongly Disagree” then your answer will be 1.

1. Strongly Disagree

2. Disagree

3. Agree

4. Strongly Agree

Choose the face that tells how much you disagree or agree with each of these
statements.
20. I know that Jesus helps me.
21. God helps me lead a better life.
22. God means a lot to me.
23. Prayer helps me a lot.
24. I know that Jesus is very close to me.
25. What I learn in religion classes is important to me.
26. Going to church makes me feel close to God.
Francis, L. J., Greer, J. E., & Gibson, H. M. (1991) Reliability and validity of a short
measure of attitude toward Christianity among secondary school pupils in
England, Scotland, and Northern Ireland. Collected Original Resources in
Education, 15(3), fiche 2, G09

Demographic Questions Page
Please answer the following questions.
Are you a boy or a girl?
o Boy
o Girl
What of these is your grade level?
o Fourth
o Fifth
o Sixth
Which of these schools do you attend?
School: [All 18 schools listed with radio buttons for selection of only one school.]

Thank you Page
Thank you for participating!
Click the Finished with Survey button below to submit your answers.
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Appendix B
Alignment of Research Questions with Inventory Questions

Inventory
Item
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.

Research
Question 1

X
X
X
X
X
X
X
X
X
X
X
X

Research
Question 2

X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
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Research
Question 3
X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X
X
X

Appendix C
Fourth Grade Student Responses

Item

Don't
Like It

Sort of
Like It

Like
It

Like It
a Lot

1.1

18.4

40.2

40.2

5.7
4.6
12.6
40.2
3.5
3.5

29.9
25.9
27.0
37.9
19.3
20.2

25.9
40.2
31.0
14.9
35.1
35.3

38.5
29.3
29.3
6.9
42.1
41.0

08. being asked questions about what you
read?
09. reading workbook pages and worksheets?
10. reading in school?
11. reading your school books?
12. learning from a book?
13. stories you read in reading class?
14. reading out loud in class?

13.2

42.0

32.2

12.6

36.8
3.4
19.1
4.6
5.2
12.6

39.7
19.0
38.2
26.4
23.3
28.2

17.2
38.5
24.3
30.5
36.0
25.3

6.3
39.1
18.5
38.5
35.5
33.9

15. reading about Old Testament
people/events?
16. reading about the life of Jesus and
His apostles?
17. reading your religion textbook?
18. reading about the lives of the saints?
19. reading about people/things/events in
the Church?

0.6

15.5

36.2

47.7

0.0

8.0

27.0

64.9

2.3
0.0
1.1

30.5
8.7
19.0

32.8
26.6
30.5

34.5
64.7
49.4

01. reading a book in school during free
time?
02. reading for fun at home?
03. getting a book for a present?
04. spending free time reading a book?
05. reading instead of playing?
06. going to a bookstore?
07. reading different kinds of books?

89

Item

Strongly Disagree
Disagree

21. God helps me lead a better life.
22. God means a lot to me.
23. Prayer helps me a lot.
24. I know that Jesus is very close to me.
25. What I learn in religion classes is
important to me.
26. Going to church makes me feel close to God.
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Agree Strongly
Agree

0.0
1.1
0.0
0.0
0.6

1.1
0.6
2.9
0.6
2.9

13.8
5.7
34.5
10.9
43.7

85.1
92.5
62.6
88.5
52.9

1.2

1.7

28.9

68.2

Appendix D
Fifth Grade Student Responses

Don't
Like It

Sort of
Like It

Like
It

Like It
a Lot

1.4

24.0

44.5

30.1

10.3
8.2
16.6
45.9
3.5
4.1

32.9
31.5
37.9
38.4
25.7
27.6

31.5
39.0
26.9
9.6
41.7
38.6

25.3
21.2
18.6
6.2
29.2
29.7

08. being asked questions about what you
read?
09. reading workbook pages and
worksheets?
10. reading in school?
11. reading your school books?
12. learning from a book?
13. stories you read in reading class?
14. reading out loud in class?

13.7

42.5

35.6

8.2

40.4

39.7

13.7

6.2

4.8
19.9
4.1
5.6
16.1

26.0
45.9
26.7
26.1
30.8

40.4
26.7
41.8
44.4
26.6

28.8
7.5
27.4
23.9
26.6

15. reading about Old Testament
people/events?
16. reading about the life of Jesus and His
apostles?
17. reading your religion textbook?
18. reading about the lives of the saints?
19. reading about people/things/events in
the Church?

2.7

26.7

45.2

25.3

0.7

17.1

33.6

48.6

10.3
0.7
3.5

37.2
18.5
31.3

36.6
30.8
31.9

15.9
50.0
33.3

Item
01. reading a book in school during free
time?
02. reading for fun at home?
03. getting a book for a present?
04. spending free time reading a book?
05. reading instead of playing?
06. going to a bookstore?
07. reading different kinds of books?
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Item

Strongly Disagree
Disagree

20. I know that Jesus helps me.
21. God helps me lead a better life.
22. God means a lot to me.
23. Prayer helps me a lot.
24. I know that Jesus is very close to me.
25. What I learn in religion classes is
important to me.
26. Going to church makes me feel close
to God.
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Agree

Strongly
Agree

0.0
0.0
0.0
0.7
0.0
0.7

0.7
0.7
1.4
4.8
0.7
8.9

17.1
21.2
14.4
32.2
20.5
43.2

82.2
78.1
84.2
62.3
78.8
47.3

0.7

6.8

24.7

67.8

Appendix E
Sixth Grade Student Responses

Item

Don't
Like It

Sort of
Like It

Like
It

Like It
a Lot

8.6

32.8

36.2

22.4

18.1
17.4
28.4
56.5
10.4
12.9

33.6
43.5
27.6
27.8
29.6
42.2

30.2
25.2
28.4
10.4
33.9
33.6

18.1
13.9
15.5
5.2
26.1
11.2

08. being asked questions about what you
read?
09. reading workbook pages and
worksheets?
10. reading in school?
11. reading your school books?
12. learning from a book?
13. stories you read in reading class?
14. reading out loud in class?

25.0

45.7

26.7

2.6

57.8

29.3

11.2

1.7

17.2
42.6
10.4
21.6
23.3

29.3
42.6
42.6
32.8
22.4

37.1
11.3
28.7
30.2
33.6

16.4
3.5
18.3
15.5
20.7

15. reading about Old Testament
people/events?
16. reading about the life of Jesus and His
apostles?
17. reading your religion textbook?
18. reading about the lives of the saints?
19. reading about people/things/events in
the Church?

3.4

25.9

40.5

30.2

0.9

17.2

32.8

49.1

15.5
1.7
10.3

42.2
22.4
30.2

33.6
32.8
37.1

8.6
43.1
22.4

01. reading a book in school during free
time?
02. reading for fun at home?
03. getting a book for a present?
04. spending free time reading a book?
05. reading instead of playing?
06. going to a bookstore?
07. reading different kinds of books?
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Item

Strongly Disagree
Disagree

20. I know that Jesus helps me.
21. God helps me lead a better life.
22. God means a lot to me.
23. Prayer helps me a lot.
24. I know that Jesus is very close to me.
25. What I learn in religion classes is
important to me.
26. Going to church makes me feel close
to God.
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Agree

Strongly
Agree

0.0
0.0
0.0
0.0
0.0
2.6

4.3
1.7
0.9
7.8
4.3
9.5

18.1
27.6
20.7
45.7
27.6
51.7

77.6
70.7
78.4
46.6
68.1
36.2

0.0

8.8

29.8

61.4

Appendix F
Female Student Responses

Item

Don't
Like It

Sort of
Like It

Like
It

Like It
a Lot

2.9

21.2

39.8

36.1

11.2
8.8
17.0
41.1
4.2
5.8

31.1
29.2
27.4
38.2
21.1
26.3

25.3
35.8
28.2
13.3
33.3
37.9

32.4
26.3
27.4
7.5
41.4
30.0

08. being asked questions about what you
read?
09. reading workbook pages and
worksheets?
10. reading in school?
11. reading your school books?
12. learning from a book?
13. stories you read in reading class?
14. reading out loud in class?

17.0

39.0

35.3

8.7

40.7

38.6

17.0

3.7

8.7
25.0
6.6
8.8
10.9

21.2
40.4
33.6
24.8
25.9

36.5
22.9
32.4
38.2
30.1

33.6
11.7
27.4
28.2
33.1

15. reading about Old Testament
people/events?
16. reading about the life of Jesus and His
apostles?
17. reading your religion textbook?
18. reading about the lives of the saints?
19. reading about people/things/events in
the Church?

2.5

24.1

40.7

32.8

0.4

12.4

33.2

53.9

8.8
0.4
6.3

34.6
16.3
25.0

36.3
27.1
30.8

20.4
56.3
37.9

01. reading a book in school during free
time?
02. reading for fun at home?
03. getting a book for a present?
04. spending free time reading a book?
05. reading instead of playing?
06. going to a bookstore?
07. reading different kinds of books?
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Item
20. I know that Jesus helps me.
21. God helps me lead a better life.
22. God means a lot to me.
23. Prayer helps me a lot.
24. I know that Jesus is very close to
me.
25. What I learn in religion classes is
important to me.
26. Going to church makes me feel
close to God.

Strongly Disagree
Disagree

Agree

Strongly
Agree

0.0
0.0
0.4
0.0
0.0

2.1
1.2
0.4
5.0
1.7

11.6
18.3
11.2
34.4
16.6

86.3
80.5
88.0
60.6
81.7

1.2

5.0

45.2

48.5

0.4

5.0

28.3

66.3
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Appendix G
Male Student Responses

Item

Don't
Like It

Sort of
Like It

Like
It

Like It
a Lot

3.6

27.7

41.5

27.2

9.7
9.7
19.6
53.1
6.7
6.7

32.8
36.4
35.1
32.0
28.0
31.4

33.3
35.9
29.9
10.3
41.5
33.5

24.1
17.9
15.5
4.6
23.8
28.4

08. being asked questions about what you
read?
09. reading workbook pages and worksheets?
10. reading in school?
11. reading your school books?
12. learning from a book?
13. stories you read in reading class?
14. reading out loud in class?

15.9

48.2

27.7

8.2

47.2
6.2
26.3
5.2
10.9
23.7

34.9
27.7
43.8
27.3
29.2
29.4

11.3
41.5
20.1
35.6
35.9
25.3

6.7
24.6
9.8
32.0
24.0
21.6

15. reading about Old Testament
people/events?
16. reading about the life of Jesus and His
apostles?
17. reading your religion textbook?
18. reading about the lives of the saints?
19. reading about people/things/events in the
Church?

1.5

19.5

40.0

39.0

0.5

14.9

27.7

56.9

8.2
1.0
2.1

37.4
14.9
27.3

31.8
32.8
35.1

22.6
51.3
35.6

01. reading a book in school during free
time?
02. reading for fun at home?
03. getting a book for a present?
04. spending free time reading a book?
05. reading instead of playing?
06. going to a bookstore?
07. reading different kinds of books?
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Item

Strongly Disagree
Disagree

20. I know that Jesus helps me.
21. God helps me lead a better life.
22. God means a lot to me.
23. Prayer helps me a lot.
24. I know that Jesus is very close to me.
25. What I learn in religion classes is
important to me.
26. Going to church makes me feel close
to God.
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Agree

Strongly
Agree

0.0
0.0
0.5
0.5
0.0
1.0

1.0
1.0
1.5
4.6
1.5
8.7

15.9
22.1
14.4
39.5
21.0
46.2

83.1
76.9
83.6
55.4
77.4
44.1

1.0

5.7

26.9

66.3

Appendix H
Letter to Superintendent
Dr. Therese Williams
Superintendent of Schools
Catholic Schools Office
Diocese of Nashville
30 White Bridge Road
Nashville, TN 37205
Dear Dr. Williams,
As part of the research for my dissertation at the University of Memphis, I am studying
the relationship between religious values and students‟ attitudes toward reading. I am
interested especially in students‟ attitudes toward reading religious content, but students‟
attitudes toward academic reading and recreational reading are also elements of the study.
A comparison of boys and girls as well as grade levels will also be included. The study
design for my dissertation includes fourth, fifth, and sixth graders in the Diocese of
Nashville.
A greater understanding of the relationship between students‟ attitudes toward reading
religious content and their attitudes toward God, church, and prayer, may assist all of us
in our efforts to further the mission of Catholic schools. In addition insights into what the
students think about academic and recreational reading in relation to their attitudes
toward reading religious content may help teachers know how to promote all three types
of reading among their students.
I am asking your support in allowing me to contact the principals of the 18 Catholic
Schools in the Diocese of Nashville regarding the participation of the fourth, fifth, and
sixth grade students in each of the schools. If the principal and teachers at individual
schools are willing for their students to participate in the study, may I proceed with
securing the proper permissions from parents and students?
Students who participate in this study will take a 26-question computerized survey. The
students will not record their names on the survey, but each will indicate gender, grade
level, and school. The analyses of the data will be done by aggregating the data and
comparing responses among grade levels and between females and males. A brief
explanation of the process will be given and two example questions discussed prior to the
students taking the survey. The description of the study, sample questions, and survey
administration will take approximately 30 minutes.
Responses will be treated with confidentiality and no student will be directly compared to
another in the treatment of the data. No comparisons will be made between classrooms or
individual schools. You will receive a copy of the instrument before the students are
asked to take the survey.
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Thank you for considering this request. If you have any questions, please contact me at
297-7545 X 282 or srmanne@aquinascollege.edu. I look forward to hearing from you.
Sincerely,
Sister Mary Anne Zuberbueler, O.P
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Appendix I
Sample Permission Letter to Principal
Dear
As part of the research for my dissertation at the University of Memphis, I am studying
the relationship between religious values and students‟ attitudes toward reading. I am
interested especially in students‟ attitudes toward reading religious content, but students‟
attitudes toward academic reading and recreational reading are also elements of the study.
The study design for my dissertation includes fourth, fifth, and sixth graders in the
Diocese of Nashville.
A greater understanding of the relationship between students‟ attitudes toward reading
religious content and their attitudes toward God, church, and prayer, may assist all of us
in our efforts to further the mission of Catholic schools. In addition insights into what the
students think about academic and recreational reading in relation to their attitudes
toward reading religious content may help teachers know how to promote all three types
of reading among their students.
Dr. Therese Williams has reviewed the project and granted her permission for the fourth,
fifth, and sixth grade students in the Diocese of Nashville to participate in this study. I am
asking your support in allowing the students at your school to be invited to participate in
this research project.
Students who participate in this study will take a 26-question computerized survey. The
students will not record their names on the survey, but each will indicate his or her
gender, grade level, and school. The analyses of the data will be done by aggregating the
data and comparing responses among grade levels and between boys and girls. A brief
explanation of the process will be given and two example questions discussed prior to the
students taking the survey. The description of the study, sample questions, and survey
administration will take approximately 30 minutes. Students who choose not to
participate in the study should be supervised, but not given additional work to complete
while the other students complete the survey.
Responses will be treated with confidentiality and no student will be directly compared to
another in the treatment of the data. No comparisons will be made between classrooms or
individual schools. You will receive a copy of the instrument before the students are
asked to take the survey.
Thank you for considering this request. If you have any questions, please contact me at
297-7545 X 282 or srmanne@aquinascollege.edu. I look forward to hearing from you.
Sincerely,
Sister Mary Anne Zuberbueler, O.P.

101

Appendix J
Sample Letter to Parents

April 2013
Dear Parent/Guardian,
As part of the research for my dissertation at the University of Memphis, I am studying
the relationship between religious values and students‟ attitudes toward reading. I am
interested especially in students‟ attitudes toward reading religious content, but students‟
attitudes toward academic reading and recreational reading are also elements of the study.
The study design for my dissertation includes fourth, fifth, and sixth graders in the
Diocese of Nashville. Dr. Therese Williams, Superintendent of Schools, and the principal
of your child‟s school have given their permission for this study.
Fourth, fifth, and sixth grade students who participate in this study will take a 26 item
computerized survey. The students will not record their names on the survey, but each
will indicate his or her gender, grade level, and school. A brief explanation of the process
will be given and two example questions discussed prior to the students taking the
survey. The description of the study, sample questions, and survey administration will
take approximately 30 minutes.
There are no more risks involved in the research than your child would encounter in a
normal school day and students should not feel threatened by the questions on the survey
as they are simply asked to indicate how they feel about academic reading, recreational
reading, and religious content reading. In addition, the students will be asked to respond
to some questions regarding how they feel about God, church, and prayer. Also, student
names will not be linked to responses. Information will be kept confidential within the
limits allowed by law.
This study is being conducted with fourth, fifth, and sixth graders at your school and
throughout the Diocese of Nashville, but participation is voluntary. Refusal to participate
will involve no penalty for your student. Furthermore, your student may decide not to
participate at any time without penalty or loss. The teacher will provide supervision for
students not participating in the survey. Students will not be assigned additional academic
work if they do not participate in the study.
If you have any questions related to this research study, please contact me by phone at
615-297-7545 x 282 or via email at srmanne@aquinascollege.edu. For answers to
questions regarding research subjects‟ rights, the Chair of the Institutional Review Board
for the Protection of Human Subjects should be contacted at 901-678-2533.
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Thank you for your consideration in permitting your student to participate in this study. If
you would like your child to participate in the study, please complete the attached form
and return it to your child‟s homeroom teacher by the date specified by the teacher.
Sincerely,

Sister Mary Anne Zuberbueler, O.P.
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Appendix K
Student Letter of Assent
Reading Attitudes and Religious Values
of Intermediate Grade Catholic School Students
You are invited to be in a research study being done by Sister Mary Anne Zuberbueler,
O.P. from the University of Memphis. You are invited because you are a fourth, fifth, or
sixth grader in a Catholic school in the Diocese of Nashville, Tennessee.
Your teachers and your principal know about this study and have told me that I may ask
you if you would like to answer the questions for this research project. Thank you for
considering being a part of this study that will help us know more about teaching and
learning in Catholic schools.
If you agree to be in the study, you will be asked to answer a few questions about how
you feel about reading and how you feel about God, church, and prayer. You will answer
the questions on a computer and it will take about 15 to 20 minutes.
Your family will know that you are in the study. Your teachers will know that you are in
the study. No one will know how you answered the questions on the survey.
If something makes you feel bad while you are in the study, please tell your teacher. If
you decide at any time you do not want to finish the study, you may stop whenever you
want.
You can ask your teacher questions any time about anything in this study. You can also
ask your parent any questions you might have about this study.
Signing this paper means that you have read this or had it read to you, and that you want
to be in the study. If you do not want to be in the study, do not sign the paper. Being in
the study is up to you, and no one will be mad if you do not sign this paper or even if you
change your mind later. You agree that you have been told about this study and why it is
being done and what to do.

__________________________________________
Printed name of Person Agreeing to be in the Study

__________________________________________
Signature of Person Agreeing to be in the Study
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_________________
Date Signed

Appendix L
Memorandum to Teachers Administering Inventory
MEMORANDUM
To: Teacher Administering the Religious Values and Reading Attitudes Inventory
From: Sister Mary Anne Zuberbueler, O.P.
Re: Script for Administering Inventory

Thank you for your assistance with this research project. I am grateful for your time and
willingness to help.
Information:
The survey will be administered electronically. A link to the survey was provided in a
Word document to facilitate student access. The statements will be grouped by categories
with the stem stated once for each category and the questions following.
Directions:
Please read the following directions aloud to students taking the survey.
This questionnaire is to help people studying about teaching and learning know how you
feel about reading for fun and for school. It also has questions about how you feel about
reading religious books or stories. Finally, it has questions about how you feel about God,
prayer, and church. Please choose the number that best answers the question after you
think about how you feel about the question. It is important for you to answer each
question honestly. There are no right or wrong answers. The person doing the research
just wants to know how you feel about each question or statement. No one will know
how you personally answered the questions because your name will not be on this survey.
You may stop answering the questions at any time if you decide you do not want to be
part of this project or you do not want your answers to be recorded.
There are two sample questions so you can practice using the electronic survey. I will
read the two practice questions aloud and then you may click your own response. For all
the other questions, you will read them to yourself and answer when you are ready.
Use the pictures to help you remember which number goes with each statement about
how you feel.
Please turn this page over for sample questions and further directions.
Sample Questions:
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Using the numbers 1, 2, 3, or 4 as listed on the scale below, please answer the each
question as it appears on the screen.

1. Don’t like it.

2. Sort of like it.

3. Like it.

4. Like it a lot.

How do you feel . . .
1. . . . about eating ice cream?
2. . . . about doing homework?
When you are ready, you may begin answering the questions.
When you are finished with the survey please click the “Finished with Survey” button
and then please wait quietly while others complete their work.
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Appendix M
Permission to Print Francis‟ Scale
Email Communication: Tuesday, August 26, 2013
Dear Sister Mary Anne,
I was very pleased to learn of your research, and I wish you well with it. I am glad to give
you permission to use and to adapt one of my instruments. I am attaching a chapter from
a handbook, now slightly dated as 2009, in which I try to draw together some of the
reasons for developing that scale and the body of research that is developed around it.
I am always interested in keeping in touch with people who are contributing to this body
of knowledge, and invite you to correspond further with me if that would be helpful to
you.
With best wishes,
Leslie
-----------------------------------------------------------The Revd Canon Professor Leslie J Francis
Professor of Religions and Education
Warwick Religions and Education Research Unit
Institute of Education
University of Warwick
Coventry CV4 7AL
UK
direct line: 024 7652 2539
e-mail:
leslie.francis@warwick.ac.uk
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Appendix N
Permission to Print Elementary Reading Attitude Survey
At the end of the article, Measuring Attitude Toward Reading: A New Tool for Teachers
is the following paragraph:
Conclusion
The instrument presented here builds on the strengths of its predecessors and, it is hoped,
remedies some of their psychometric shortcomings. Its placement into the public domain
by means of this article provides teachers with a tool that can be used with relative
confidence to estimate the attitude levels of their students and initiate informal
assessment efforts in to the role attitude plays in students‟ development as readers
(McKenna & Kear, 1990. p. 629).
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Appendix O
Letter of Approval from Institutional Review Board

The University of Memphis Institutional Review Board, FWA00006815, has reviewed
and approved your submission in accordance with all applicable statuses and regulations
as well as ethical principles.
PI NAME: Mary Anne Zuberbueler
CO-PI:
PROJECT TITLE: Reading Attitudes and Religious Values of Intermediate Grade
Catholic School Students
FACULTY ADVISOR NAME (if applicable): Duane Giannangelo
IRB ID: #2639
APPROVAL DATE: 4/25/2013
EXPIRATION DATE: 4/24/2014
LEVEL OF REVIEW: Expedited
Please Note: Modifications do not extend the expiration of the original approval

Approval of this project is given with the following obligations:
1. If this IRB approval has an expiration date, an approved renewal must be in
effect to continue the project prior to that date. If approval is not obtained, the
human consent form(s) and recruiting material(s) are no longer valid and any
research activities involving human subjects must stop.
2. When the project is finished or terminated, a completion form must be completed
and sent to the board.
3. No change may be made in the approved protocol without prior board approval,
whether the approved protocol was reviewed at the Exempt, Expedited or Full
Board level.
4. Exempt approval are considered to have no expiration date and no further review
is necessary unless the protocol needs modification.
Approval of this project is given with the following special obligations:
Thank you,
Ronnie Priest, PhD
Institutional Review Board Chair
The University of Memphis.
Note: Review outcomes will be communicated to the email address on file. This email should be
considered an official communication from the UM IRB. Consent Forms are no longer being stamped
as well. Please contact the IRB at IRB@memphis.edu if a letter on IRB letterhead is required.
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